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BOURGEOIS, MILDRED IKARD. Experiential  Cit izen Education 
for  Early Adolescents:  A Model.  (1978) 
Directed by:  Dr.  David Purpel .  Pp.  298 
Cit izen education for  adolescents  has been judged 
ineffect ive for  the most  part  because an academic orienta­
t ion has fai led to foster  part icipatory ci t izenship.  
Recent  research in the poli t ical  social izat ion of  youth 
s trongly suggests  that  the schools  have great  potential  
for  social izing youth for  an act ive civic role.  I t  was 
the purpose of  this  study to create and test  a model  of  
c i t izen education for  early adolescents  whose premise was 
that  the poli t ical  social izat ion of these young people 
could be enhanced by school  and f ield experiences designed 
to promote personal  development and commitment to  respon­
sible community involvement.  
The model  drew upon:  (a)  Newmann's  work with adoles­
cents  in a curr iculum of act ive ci t izen education,  (b)  
Mosher 's  work with adolescents  in a curr iculum of moral  
education,  and (c)  Hampden-Turner 's  model  of  psycho-social  
development from Radical  Man.  The model  for  this  study 
v;as designed part icularly for  early adolescents .  
The model  had four components:  (a)  community aware­
ness,  (b)  communicat ion,  (c)  guidance/counsel ing,  and 
(d)  community involvement.  Pedagogical  s t rategies for  
community awareness included simulat ion of  resolut ion of 
public  issues arid vis i ts  by the s tudents  to local  governing 
bodies.  Techniques for  improving communicat ion included 
analyses of  personal  communicat ion abi l i t ies ,  persuasive 
speech exercises,  and the maintenance of  a  personal  journal  
on act ivi t ies  of  the course.  Guidance/counsel ing tech­
niques included small  group role playing and transactLonaL 
analysis  exercises modified for  early adolescents .  
Community involvement consisted of  volunteer  service in 
the community,  and in this  case,  s tudents  chose to help 
elderly people.  
A pi lot  s tudy gave insight  into the problems of  co­
ordinat ing civic instruct ion with community agencies.  The 
case s tudy yielded discernment of  competences of  early 
adolescents  as  informed and involved ci t izens in the 
community.  
There were twenty-four boys and gir ls  involved in the 
case s tudy,  who came from a Language Arts-Social  Studies 
core in a junior  high school  whose s tudent  populat ion of  
900 comes from the inner c i ty,  suburbs,  and rural  farmland.  
The group was heterogeneous,  consist ing of 13 boys and 11 
gir ls j  of  which 14 were black and 10 white.  A team of two 
teachers and a  guidance counselor  implemented the model  in 
dai ly sessions over a  period of  seven weeks.  
The data were col lected from The Student  Perception 
of  Civic Competence (S.P.C.C.) ,  an inventory created by 
the researcher,  and The Self-Appraisal  Inventory (SAI),  an 
instrument of  Instruct ional  Object ive Exchange.  A number 
of  informal inventories  and logs of  the s tudents  and 
researcher,  as  well  as  interviews of  the s tudents  and 
cooperat ing adults ,  were used to inform this  s tudy.  
To the extent  that  the f indings of  the inventories ,  
logs,  and interviews were val id,  the fol lowing conclusions 
seem warranted:  (a)  early adolescents  accept  democrat ic  
values,  (b)  early adolescents  have an urgency for  personal  
competence,  and (c)  nurturing act ivi t ies  in the community 
foster  a sense of  civic competence.  
I t  is  recommended that  further  inquir ies  focus on 
the competences of  early adolescents  to integrate civic 
instruct ion and ci t izen part icipat ion.  
The dissertat ion concludes with a discussion and 
analysis  of  the implicat ions and extensions of  the model .  
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CHAPTER I  
CITIZENSHIP EDUCATION AND POLITICAL SOCIALIZATION 
Civic education,  as  a part  of  the social  s tudies 
curriculum, is  concerned with the what ,  how, and why of  
pol i t ics .  Teachers with a  s trong commitment to  democrat ic  
ideals  have- a lways aimed for  a curr iculum that  wil l  enhance 
the poli t ical  competence of  their  s tudents  when they reach 
adulthood.  In recent  years  a  general  dissat isfact ion with 
the level  of  c i t izen part icipat ion and an uneasy fear  of  an 
unresponsive governing el i te  suggest  a  hiatus between the 
concepts  of  t radi t ional  civic education and observed-real i­
t ies  of  pol i t ical  l i fe  in the late  twentieth century.  
Poli t ical  scientis ts ,  such as  Greet-  s te  in (1969) and Patr ick 
(1970),  are not  reluctant  to suggest  that  the use of  pol i t i ­
cal  social izat ion research can improve and reform the cur­
riculum of c ivic education.  Patr ick insists  that  the 
effect iveness of  the scope and sequence of  c ivic instruc­
t ion is  l imited by a disregard by civic educators  of  em­
pir ical  research on the poli t ical  at t i tudes and bel iefs  of  
various s tudent  populat ions.  Some pol i t ical  scientis ts  say 
the explosion of  new knowledge of  poli t ics  and new means of  
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inquiry into poli t ical  phenomena of  recent  years  have 
scarcely found their  way into the civics curriculum. 
Patr ick maintains that ,  "students  are denied insights  to be 
gained through use of  such concepts  as  poli t ical  role,  
socio-economic s tatus,  poli t ical  social izat ion and poli t i ­
cal  cul ture" (p.  126) and hypothesizes that  "youngsters  
who are forced to rely upon t radi t ional  civics courses for  
their  knowledge of  pol i t ics  are doomed to extreme ignorance 
of  pol i t ical  affairs"  (p.  127);  others  suggest  that  an 
ideal ized civic instruct ion is  responsible for  disi l lusion­
ment that  gives r ise to the extremism of the New Left .  
Lance Morrow's  essay,  "An Elegy for  the New Left ,"  
observes the disi l lusionment and negative react ion of  
youth whose concept  of  American ideals  ran headlong into 
real i t ies  of  a  ser ies  of  social  cr ises:  
The young of  the 60 's  were raised to bel ieve that  
America was a  splendidly vir tuous country.  When they 
found through the Bay of  Pigs,  Selma,  the assassina­
t ions,  Viet  Nam, that  i t  was more ambiguous,  they rose 
up in a horror  that  now seems touching in i ts  spon-
tane i ty.  
The mood of  the late  f i f t ies  might  be summed up in 
the introduction to Poli t ical  Science in the Elementary 
and Junior  High School  Curriculum by Jarol imek:  
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Three concepts  are fundamental  to  the under­
standing of  the organizat ion of  human societ ies .  One 
of  these is  that  a l l  societ ies  have developed ways of  
establ ishing and maintaining order;  the second is  that  
the central  instrument for  maintaining order  has great  
power over l ives of  individuals  subjected to i t ;  and 
the third is  that  a l l  such social  systems require and 
demand a  loyalty to them when they are threatened by 
host i le  opposing systems.  (p.  234) 
From a focus on maintaining a system from external  
forces,  a  new generat ion took sharp issue to abuses within 
the system in the s ixt ies .  Two his torical  events  brought  
to  fore the glacial  pace of  r ighting injust ices within the 
system of the United States,  e .g. ,  the Civi l  Rights  Move­
ment and Resistance to the Viet  Nam War.  So great  was the 
al ienat ion of great  numbers of  people that  the s tabi l i ty of 
the system was threatened.  The response of  the Johnson and 
Nixon administrat ions appeared to be ei ther  negative or  
grudging acquiesence to numerous people,  many of  whom were 
young and not  yet  el igible to vote.  Seemingly,  some power 
outside the electoral  process was needed to al ter  policy on 
these grave matters .  
A governing e l i te ,  get t ing mixed s ignals  from the 
ci t izenry,  pursued i ts  own judgment in  these controversial  
areas.  There was a  serious loss of  support  of  the system 
by youth in part icular .  "Hell  no,  we won' t  go,"  was heard 
from draft  resis tors .  Many thoughtful  ci t izens feared the 
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cleavage was of  such magnitude that  the system might  not  
survive,  On the heels  of  these divisive elements came the 
nat ional  scandal  of  Watergate.  The presidency was cor­
rupted.  Paradoxical ly,  this  trauma resulted in a restora­
t ion of  t rust  in the system. In a cr is is  without  equal  in 
the twentieth century,  the system worked:  A president  and 
a  vice-president  were replaced within the spir i t  and the 
let ter  of  the const i tut ion.  
What bearing does this  reci tal  of  recent  American 
history have on the poli t ical  social izat ion of  youth? A 
great  deal .  Even the very young were caught  up in the 
drama.  Like youth of  the Great  Depression era,  traumatic 
nat ional  events  within their  l i fe  space have made s trong 
impressions on youth of  the s ixt ies  and seventies  that  wil l  
color  their  thinking about  the functions of  the nat ional  
government.  
Unti l  la te  in the nineteenth century,  civic education 
was largely a matter  of  ingest ion of  the civic cul ture.  
The ci t izen of the eighteenth century read history,  ac­
cording to Cremin (1970) 
not  for  diversion or  even self-aggrandizement,  but  for  
guidance in the affairs  of  l i fe .  And they gleaned from 
i t  an unerring devotion to those "r ights  and l ibert ies  
of  Englishmen" they were claiming in their  s truggle 
with the motherland.  (p.  471) 
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After  the Civi l  War,  with the influx of  large numbers of  
immigrants  of  differ ing cultures,  the necessi ty of  or i­
enting these newcomers to  the American Way of  Life was 
seen.  There was,  according to Popper (1967) and Cremin 
(1961),  concern for  the transmission of  a  unique American 
heri tage during a t ime of  unprecedented populat ion growth;  
a  t ime also of  societal  changes from rural ,  small  town ways 
into chaotic  industr ial izat ion and urbanizat ion.  With the 
t radi t ional  fai th of  Americans in education to solve the 
problems of  a  free society,  there arose a demand for  c i t i ­
zen education,  and t rue to that  t radi t ion,  school  people 
responded with separate courses in civic education at  the 
secondary level .  
From the beginning the courses were academic.  Students  
s tudied the glorious history of  the young nat ion and the 
genius of  the Consti tut ion and the Bil l  of  Rights .  Only in 
recent  years  have the related social  science subjects  of  
sociology,  economics,  psychology,  and anthropology been 
offered to students  in public  high schools .  The general  
idea was that  i f  the individual  had formal knowledge of  
the government,  he would act  in his  own best  interest  
within a system well  worth preserving.  But some educators  
and a number of  social  cr i t ics  in recent  years  have found 
6 
fault  with the academic approach to ci t izen education.  
Within the last  generat ion,  youth of  the f i f t ies ,  charac­
ter ized by apathy (Friedenberg,  1959),  were swift ly fol lowed 
by the hyperact ive youth of  the s ixt ies  (Jacob and Landau,  
1966).  The demands of  the t imes have necessi tated a 
changing focus on civic education.  The sal ience of  twen­
t ieth century media and the cry of  disgruntled minori t ies  
have led to a s tress  on part icipat ion as a civic responsi­
bi l i ty (Massialas,  1972;  Green,  1972;  Newmann,  1975).  
Though according to Orum (1972),  the United States has no 
s trong tradi t ion of s tudent  movements,  during t imes of  
unusual  s t ress  students  have voiced dissat isfact ion with 
nat ional  policy.  There was a  r ipple of  s tudent  dissent  a t  
the turn of  the century around the theme of  f ree speech and 
peace.  In the thir t ies  some col lege youth advocated a 
restructuring of the poli t ical  and economic system, but  
this  movement lost  momentum with the demands of  World 
War I I .  Friedenberg apt ly described the Si lent  Generat ion 
of  the fort ies  and f i f t ies .  Orum et  a l . ,  in The Seeds of  
Poli t ics ,  point  to  the roots  of  discontent  that  led to 
developing s trategies of  advocacy by the s tudent  movement 
of  the s ixt ies .  
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The Rise of  Cit izen Education 
Civic education,  as  separate from general  education,  
appears to  me to  have grown out  of  and along with the 
emerging discipl ine of  sociology.  Injust ices resul t ing 
from rapid industr ial izat ion and urbanizat ion in the nine­
teenth century gave r ise to a cry for  reform; an awakening 
humanitarianism pointed to the evi ls  of  Social  Darwinism 
(Cremin,  1961).  Sur-vival  of  the f i t test  meant  a  widening 
crevasse between an el i te  of  exploi ters  and masses of  the 
exploi ted in an industr ial  society.  Such discrete classes 
were and are anathema to the cherished democrat ic  ideal  of  
equali ty.  Sociology emerged from the outrage of  reformers 
to the evi ls  of  industr ial izat ion,  mainly the subordinat ion 
of  man to  machines and the accompanying abuses set  in mo­
t ion by a laissez-faire economy (Lloyd,  1884;  Ward,  1893).  
On the American scene,  the arr ival  of  hundreds of  
thousands of  immigrants  to  man the machines of  industry,  
whose Eastern European cul ture differed markedly from that  
of  Western democracies,  s ignaled the need for  a unifying 
experience.  In keeping with American t rust  in education,  
the schools  were the social  inst i tut ion chosen for  the task 
of  providing that  unifying experience.  Americanizat ion 
meant  mastering the English language and orient ing to the 
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work ethic and the cul tural  plural ism of a  mult i-ethnic 
populace and to the heri tage of  const i tut ional  government.  
Though the founders of  the nat ion recognized the imperat ive 
of  a  l i terate ci t izenry to preserve and protect  the repub­
l ic  (Cremin,  1970),  general  education had been,  unt i l  this  
t ime,  adequate for  effect ive ci t izenship.  
The place of  education in preserving a complex social  
order  was addressed by scholars  and reformers of  the 
changing t imes at  the turn of  the century.  The role of  
education was that  of  t ransmission of  the cul ture,  ac­
cording to Durkheim (1956).  Weber (1973) saw the aim of  
education as  cul t ivat ing the pupil  for  a "conduct  of  l i fe" 
or  a role in society.  Dewey's  (1916) perspect ive of  educa­
t ion in a complex society included the tasks of  assimi­
lat ing the cul ture,  reinforcing moral i ty,  and making pos­
s ible the democrat ic  ideal  of  upward mobil i ty.  In 1918 
The Cardinal  Principles of  Secondary Education became a 
guidepost  for  improvements.  The specif ic  recommendation 
for  ci t izen education was:  
Civics should concern i tself  less  with const i tut ional  
quest ions and remote governmental  functions and should 
direct  at tent ion to special  agencies close at  hand and 
to informal act ivi t ies  of  dai ly l i fe  that  regard and 
seek the common good.  (p.  14) 
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This admonit ion is  embraced by a developer of  c i t izen 
education curriculum, Fred M. Newmann,  in  the mid seventies .  
According to Massialas,  i t  would appear that  another  s tate­
ment of  the Cardinal  Principles has been more general ly 
fol lowed,  that  is ,  "The comprehension of  the ideals  of  
American democracy and loyalty to them should be a  promi­
nent  aim of  civics education" (p.15).  I  understand 
social  cr i t ics  such as Friedenberg and Silberman to say 
that  the above aim has been t ranslated into a curr iculum 
emphasizing acceptance of  the s tatus quo,  conformity,  and a 
passive ci t izen role.  
Some reformers at  the turn of  the century,  not  awed by 
cherished documents,  turned the cold l ight  of  inquiry on 
them. Reverence for  the Consti tut ion was not  uniform. 
Beard 's  An Economic Intrepretat ion of the Consti tut ion of  
the United States in 1913 contended that  the Consti tut ion 
was created by a small  group interested in preserving their  
personal  possessions rather  than being a document created 
by a whole people.  In the world of  academe through such 
scholars  as  Beard and to the populace through periodicals  
of  the day,  the social  abuses of  the factory system were 
exposed and reformers among the new helping professions 
insisted that  a l iving Consti tut ion adapt  to  l i fe  in a new 
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age (Popper,  1967).  In a mil ieu of  concern for  preserving 
the revered philosophy of  freedom and equali ty in a rapidly 
changing system, Civics,  a  formal s tudy of  the s tructure 
and process of  government and the r ights  and responsibi l i ­
t ies  of  c i t izens,  was offered to students  in the secondary 
schools  in the early years  of  the twentieth century.  
Though the broad aims of  c i t izen education (orienta­
t ion to a favorable acceptance of  the ideals  of  freedom, 
equali ty,  and const i tut ional  democracy) could be endorsed 
by educators  and the larger  community as  means for  perpetu­
at ing the dynamics of  an egal i tar ian society,  there appears 
to be a  declared open season on the creators  of  civics 
curr icula by social  cr i t ics .  Adler  and Harrington (1970) 
said,  
The creators  of  c ivics education curricula have func­
t ioned l ike bl ind men in a snow storm. Groping through 
the mult i tude of  theories,  approaches,  concepts  and 
t radi t ions,  cl imbing over the drif ts  of  misinformation 
about  chi ldhood development and the poli t ical  acumen 
of  s tudents ,  they end where they began.  (p.  187) 
Such cr i t icism of civic curr icula is  a  recurring 
theme.  Schools  have been charged with the task of  edu­
cat ing young ci t izens for  social  responsibi l i ty,  yet  the 
emphasis  is  disputed.  Should schools  be a  conservat ive 
force,  social izing youth for  conformity;  or  should the 
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schools  be an agency of  change,  encouraging youth to 
inquire and to be poli t ical ly act ive? 
Poli t ical  scientis ts  of  the last  twenty years  have had 
a great  deal  to say in answer to  that  quest ion.  In one 
breath,  poli t ical  scientis ts  may say of  the schools  that ,  
"No s ingle inst i tut ion in society is  more responsible for  
impart ing 'mainstream' poli t ical  knowledge" (Adler  and 
Harrington,  1970,  p.  188),  and that  the curriculum is  not  
l ikely to have great  influence on the poli t ical  at t i tude 
and behavior  of  c i t izens (Goldstein,  1972).  Instead,  as  
Langdon (1970) contends,  the nonstructured influence of  
peers  and teachers in the school  set t ing wil l  make a  
difference.  This  lends support  to  the idea that  the 
school  is  a model  of  society and that  the hidden curriculum 
is  to a large degree responsible for  poli t ical  learning 
(Lcvenson,  1972;  Ehman,  1972).  
Among those bel ieving that  the central  purpose of  
ci t izenship education is  the development of  act ivists  is  
Massialas (1972),  who insists  that  schools  should be agents  
of  social  change.  He emphasizes that  a new format for  
school  governance that  depends on decision making a t  the 
student  level  is  vi tal  to the development of  c i t izen 
act ivists .  He recommends a  case s tudy approach to the 
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teaching of  history and a head-on look at  confl ict .  Honest-
and persis tent  inquiry into the social  controversies of  
contemporary society are essential  to his  way of  thinking.  
Massialas e t  a l .  urge a joint  effort  between schools  and 
community in order  to enable s tudents  to test  the real i t ies  
of  the democrat ic  process.  
Poli t ical  Social izat ion:  A Concept  
The s tudy of  Poli t ical  Social izat ion is  a relat ive 
newcomer to  the larger  discipl ine of  Poli t ical  Science.  In 
a  scant  two decades of  developing this  f ield of  knowledge,  
a  mushroom growth of  l i terature has emerged from those who 
would define the scope and l imits  of  pol i t ical  social iza­
t ion and construct  theoret ical  grounds for  future invest i­
gators  .  
Dennis (1973) l is ts  ten central  problem dimensions of  
the subdiscipl ine of  poli t ical  social izat ion,  a l l  of  which 
are currently being studied by a growing number of  spe-
c ial is ts  ,  as  :  
1.  System relevance of  pol i t ical  social izat ion 
2.  Poli t ical  social izat ion across the l i fe-cycle 
3.  Variet ies  of  content  of  pol i t ical  social izat ion 
4.  Poli t ical  social izat ion across generat ions 
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5.  Cross cul tural  aspects  of  poli t ical  social izat ion 
6.  Sub group and sub cul tural  variat ions 
7.  The agents  and agencies of  pol i t ical  social izat ion 
8.  The pol i t ical  learning process 
9.  The extent  and relat ive effects  of  pol i t ical  so­
cial izat ion upon different  individuals  
10.  Special ized,  especial ly el i te  poli t ical  social i­
zat ion (pp.  4-5)  
A number of  prominent  pol i t ical  scientis ts  (Torney,  
Greenstein,  Hyman,  Nierai ,  and Easton) have contr ibuted to 
the development of  the l i terature,  with several  being recog­
nized as  poli t ical  social izat ion special is ts .  Substantial  
s tudies have been made along several  of  the dimensions 
Dennis  l is ts .  Notably,  those having a scarci ty of  empiri­
cal  f indings,  such as  the poli t ical  learning process and 
maturat ion,  are those of  prime importance to civic educa­
tors .  Cri t ics  of  the dimensions of  poli t ical  social izat ion 
research l is t  the fol lowing problems:  Sample surveys,  
though possessing advantages of  feasibi l i ty,  have grave 
l imitat ions;  simple closed-ended quest ionnaires severely 
l imit  the concept  of  the respondent 's  frame of  reference;  
longitudinal  s tudies,  though cost ly,  are 'needed to observe 
pat terns of  individual  change.  Unstructured,  in-depth 
interviews may complement the two previously mentioned 
designs.  Experimentat ion for  long-term observat ion might  
yield valuable data.  Dennis  (1973) suggests  that  ob­
serving the interact ion of the social izer  and social izee 
in natural  set t ings,  such as  schools  and homes,  might  add 
to-knowledge of  the poli t ical  learning process.  I  f ind i t  
regret table that  Dennis ,  holding this  view, makes no men­
t ion in his  book of  the work of  Fred Newmann,  who a t  the 
same t ime and from the same inst i tut ion ( the Universi ty of  
Wisconsin) ,  was engrossed in act ive ci t izen education for  
high school  s tudents  in Madison,  Wisconsin.  
Almond and Yerba (1963) have contr ibuted a major  s tudy 
of  the development of  a t t i tudes and behaviors  of  c i t izens 
in f ive modern democracies:  I taly,  Germany,  Mexico,  Great  
Bri tain,  and the United States.  In this  study that  re­
quired f ive years  from planning to complet ion,  more than 
5,000 people were interviewed in-depth for  describing 
poli t ical  bel iefs ,  emotions,  aspirat ions,  and actual  par­
t icipat ion in poli t ics .  They inquired into nat ional  dif­
ference in the defini t ion of  " the good ci t izen,"  and their  
study lends understanding to the concepts  of  pat terns of  
part isanship,  the sense of  civic competence,  part icipat ion 
and poli t ical  al legiance,  and poli t ical  social izat ion.  
To my view, the crowning achievement of  their  book,  The 
Civic Culture,  is  the concluding chapter  that  weighs the 
value of  balances in a mixed cul ture.  Power and respon­
siveness,  consensus and cleavage,  act ive and passive ori­
entat ions,  a l l  are part  of  the dialect ical  process of  main­
taining democrat ic  s tabi l i ty within a civic cul ture.  
I t  is  the data l inking at t i tudes with actual  poli t ical  
behavior  that  sets  this  cross nat ional  survey apart  from 
more recent  s ingle-shot  s tudies of  poli t ical  social izat ion.  
The gap between the poli t ical  scientis t  and the civic 
educator  is  deplored by both professions.  A l inkage of  
the research of  the two professions holds a potential  for  
furthering the body of  knowledge of  pol i t ical  social iza­
t ion and providing real is t ic  school  experiences for  civic 
competence.  
The Role of  the Schools  
I t  is  the effect  of  pol i t ical  at t i tudes on subsequent  
behavior  that  most  concerns the civic educator .  According 
to Almond and Yerba,  the s tabi l i ty and vi tal i ty of demo­
crat ic  systems depend upon a pat tern of  part icipat ion.  The 
factor  of  perceived competence looms large in the incl ina­
t ion of a  ci t izen.  to part icipate in civic affairs .  Almond 
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and Yerba explored the relat ionship of  the ci t izen 's  per­
ceived poli t ical  competence and that  ci t izen 's  poli t ical  
act ivi ty and al legiance to the system. Four quest ions 
deal ing with local  government were asked of  the ci t izen:  
(a)  whether  he bel ieved he could understand local  poli t ics ,  
(b)  whether  he could and would act  to influence local  gov­
ernment,  (c)  whether  he had expectat ions of  success in 
influencing local  government,  and (d)  whether  he had ever  
at tempted such influence.  
There were differences among ci t izens of  the nat ions 
studied,  but  the general  conclusion was:  
In many ways,  then,  the bel ief  in one 's  competence is  
a key poli t ical  at t i tude„ The self-confident  ci t izen 
appears to be the democrat ic  c i t izen.  Not only does 
he think he can part icipate,  he thinks that  others  
ought  to  part icipate as  well .  Furthermore,  he does 
not  merely think he can take a part  in poli t ics:  he 
is  l ikely to be more act ive.  And,  perhaps most  s ig­
nif icant  of  a l l ,  the self-confident  ci t izen is  also 
l ikely to be the more sat isf ied and loyal  c i t izen.  
(P.  207) 
I  found in none of  the more recent  s tudies evidence to 
dispute the broad conclusion of  Almond and Yerba.  My own 
assumption is  that  educators  may well  be concerned with 
fostering a sense of  c ivic competence among s tudents .  The 
applicat ion of  a  curr iculum model  for  this  case s tudy deals  
with the quest ion of  the school:  What curr iculum of c i t i ­
zen education is  appropriate for  the '  social izat ion of  
youth for  part icipatory democracy? 
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I t  would be helpful  to educators  to learn from poli t i -"  
cal  scientis ts  in what  areas the school  may be the deciding 
agent  of  pol i t ical  social izat ion--and also to learn of  the 
varying demands of  the differing socio-economic and ethnic 
groups of  s tudents .  Hyman (1959),  who gave currency to the 
concept  of  pol i t ical  social izat ion in his  s tudy of  the 
origin and development of  pol i t ical  at t i tude and behavior ,  
concluded that  the family exerts  the most  inf luence in the 
formation of  pol i t ical  at t i tudes in chi ldren.  A decade 
later  Hess and Torney (1969) disputed this  f inding,  con­
cluding that  the school  s tands out  as  the dominant  force in 
the poli t ical  social izat ion of chi ldren.  Studies fol lowing 
the dissent  of  the early s ixt ies  point  to addit ional  agents  
of  pol i t ical  social izat ion,  i .e . ,  the media and the act iv­
ism of  minori t ies ,  part icularly blacks and Spanish Ameri­
cans.  Green's  St .  Cecil ia  study (1969) of  inner c i ty 
children (grades four through eight)  reveals  an awareness 
of  the inconsistency between what  is  taught  in the class­
room about  democracy and what  is  experienced in the ghetto.  
The a t t i tudes of  these chi ldren differ  from those of  white 
middle c lass  children in that  they are less  sympathetic  to  
poli t ical  leaders and expect  less  benevolence from them. 
As early as fourth grade a sense of  distrust  develops.  
Life in the inner ci ty scarcely al lows the "luxury of  sugar 
coat ing" poli t ics .  
Massialas (1972) edi ted an anthology focused on the 
role of  formal education on the poli t ical  social izat ion of 
youth.  The s tudies were nat ional  and internat ional  pro­
spectuses containing a body of  empirical  research to sup­
port  a  conclusion that  the schools  encourage youngsters  to 
be uncri t ical  and apathet ic  spectators  to the civic cul­
ture,  rather  than to be act ive part icipants .  The power 
s t ructure of  education ( teachers,  administrators ,  and school  
boards)  is  reluctant  to open up the real i t ies  and inevi­
tabi l i t ies  of  confl ict  in the community.  Goldstein (1972) 
made a  s tudy of  textbooks and curriculum guides for  social  
s tudies for  grades one through s ix,  the upshot  of  which is  
strong cri t icism of the material  on grounds that ,  a t  best ,  
history was sugar-coated,  and,  a t  worst ,  i t  lef t  out  un­
pleasant  but  s ignif icant  facts  of  American l i fe .  Goldstein 
bel ieves that  less  than ful l  t ruth of  American history and 
the delet ion of  racial  and class  prejudices in textbooks 
have an adverse effect  on the s tabi l i ty of the poli t ical  
system. Teaching chi ldren that  their  government and so­
ciety are infal l ible--when inevitably they learn differ­
ently as adolescents--hardly serves the end of  c i t izen 
competence and loyalty.  
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Poli t ical  Social izat ion and Adolescence 
Adelson (1971) wrote The Poli t ical  Imagination of  the 
Young Adolescent;  Jennings and Niemi at tempted to bridge 
the gap between s tudies of  chi ldren and adults  in their  
book The Poli t ical  Character  of  Adolescence.  Hess and 
Torney (1967) and Adelson and O'Neil  (1966) inquired into 
the processes of  acquir ing poli t ical  knowledge.  Greenstein 
(1965) and Green (1969) s tudied the different  social izat ion 
of  class  and minori t ies .  These s tudies of  pol i t ical  sci­
entis ts  are useful ;  they do not ,  however,  touch on the 
crucial  point  of  pol i t ical  behavior  in a rapidly changing 
cul ture.  
The idea of  pol i t ical  social izat ion as a t ransmission/  
accumulat ion process,  an induction into poli t ical  cul ture,  
was a  s tat ic  concept  ini t iated by poli t ical  scientis ts  in 
the early 1950's .  As I  understand,  the concept  of  that  
t ime roughly paral lels  that  of  Mead's  (1970) cofigurat ive 
cul ture that  she describes as  "one in which the prevail ing 
model  for  members of  the society is  the behavior  of  their  
contemporaries" (p.  32).  Researchers of  the f i f t ies  could 
name the agents  of  pol i t ical  social izat ion as the family,  
the school ,  and the community and support  these concepts  
with evidence.  Historical  events  of  the 1960's  have 
complicated this  view to the extent  that  Massialas (1972) 
offers  another  defini t ion of  poli t ical  social izat ion,  that  
i t  is  "acquir ing the cul ture of  one 's  poli t ical  environment 
and changing i t ."  Massialas and the poli t ical  scientis ts  
contr ibuting to his  anthology,  Poli t ical  Youth,  Tradit ional  
Schools ,  insis t  that  civic education is  a fai lure i f  i t  
does not  produce inquir ing act ivists .  A perusal  of  the 
l i terature of pol i t ical  social izat ion confirms the concept  
of  pol i t ical  social izat ion as a dynamic process.  
Unti l  the s ixt ies ,  scarcely any s tudies had been done 
on the poli t ical  at t i tudes of  minori ty s tudents .  Green 
(1972) and Greenstein (1972) brought  new evidence to the 
phenomena of  the s trat i f icat ion of race and class  in poli t ­
ical  social izat ion.  According to Greenstein,  lower s tatus 
youth lack a sense of  pol i t ical  eff icacy and do not  per­
ceive themselves as  part icipants  in civic affairs .  As 
chi ldren they show a greater  deference toward poli t ical  
leaders than their  upper s tatus counterparts ,  but  as  early 
adolescents  they reveal  in Green's  s tudies a widespread 
sense of  distrust  of  the government.  Street  learning 
appears to have germinated a cul ture of  pol i t ical  cynicism. 
Greenberg 's  (1973) s tudy of  black children in the poli t ical  
system seems to confirm the relat ionship between 
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deprivat ion and poli t ical  al ienat ion.  Bil l ings (1972) sets  
forth the sobering thesis  that  a generat ion of  minori ty 
youth has lost  fai th in the system and seems to have 
adopted the advocacy of  force.  
Poli t ical  eff icacy is  seen differently by socio­
economic classes.  Middle c lass  youth seem to feel  that  the 
system can be modified by t radi t ional  means such as  voting 
and wri t ing to representat ives of  government (Greenstein,  
1972;  Orum, 1972).  Inner-ci ty youth,  having a more accu­
rate perception of  the real i t ies  of  pol i t ics ,  endorse 
demonstrat ions as  a more direct  means of  effect ing change 
(Green,  1972).  The theme of  these s tudies is  that  youth 
become poli t icized in spi te  of  textbooks,  teachers,  and 
parents  and that  external  forces mold pol i t ical  philosophy.  
Of scholars  addressing the quest ions of  the poli t ical  
social izat ion of  adolescents ,  none speak as  convincingly or  
with the broad perspect ive of  Joseph Adelson,  and that  is  
because he is  always aware of  the l imitat ions of  pol i t i ­
cal ly social izing adolescents .  He is  astutely aware of  
the dependence of  the creat ion of personal  ideology on 
cognit ive development.  Adelson relates  that  the remarkable 
t ransformation of  the adolescent  as  a poli t ical  being be­
gins with an observat ion of  the early adolescent .  On 
leaving childhood,  the early adolescent  is  oriented to the 
here and now, having l i t t le  interest  in the past  or  the 
future.  Scarcely aware of  motivat ion,  the early adolescent  
has a  quick response to poli t ical  quest ions:  resort  to 
authori ty.  Poli t ical  knowledge for  the early adolescent  is  
fragmentary;  he perceives bi ts  and pieces about  government 
s t ructure but  has no underlying construct  of  the inter­
act ion and interdependence of  private and public  agencies 
that  is  the fabric  of  the poli t ical  system, according to 
Adelson.  To get  an idea of  the potential  of  the emerging 
adolescent ,  Adelson gives a profi le  of  the 15 year  old.  
With a  capacity for  formal operat ions,  the mid-adolescent  
moves toward what  Adelson cal ls  a cathexi  of  the poli t ical ,  
that  is ,  a concentrat ion of  emotional  energy upon poli t ics ,  
based on his  perception of  his  environment.  He may en­
vision poli t ics  of  power,  or  envy,  or  of  quali ty.  Adelson 
says that  adolescents  rarely envision a Utopia,  the 
exceptions being inner ci ty youth and suburban intel­
lectuals  (p.  131) .  
The message I  get  from the s tudies I  mention is  that  
youth of  today are bombarded by s t imuli  of  pol i t ical  s ig­
nif icance from al l  quarters .  The agents  of  social izat ion 
are numerous,  the assimilat ion of norms complex.  American 
poli t ical  scientis ts  are saying that  the schools  are obli­
gated to help youth synthesize the quanti ty of  pol i t ical  
cues coming their  way.  They are saying that  the t radi­
t ional  pat tern of  educating for  conformity and passivi ty is  
no longer appropriate for  the dynamic pol i t ical  cul ture of  
the late  twentieth century,  but  must  be replaced by a 
pat tern encouraging inquiry and act ivism. One is  safe in 
saying that  youth of  the seventies  axe aware of  social  
confl ict-- they have scarcely had the experience of  e i ther  
resolving controversies within the realm of  school  l i fe  or  
of  formulat ing principles of  confl ict  resolut ion for  a 
larger  sphere.  
Poli t ical  scientis ts  reveal  their  own academic preju­
dices when they l is t  recommendations to  change the thrust  
of  the civics curriculum. Few place much hope in a cur­
riculum; instead,  they advise using the school  as  a model  
of  society,  that  is ,  increasing the input  into school  
governance by s tudents .  That  is  not  an idea easi ly ac­
cepted by the educational  establ ishment,  given the student  
populat ion of  secondary schools  and the lack of  s tabi l i ty 
in those schools  brought  on by the poli t ical  issue of  this  
century--racial  integrat ion.  .  
De Cecco (1974) would approach the immediate issue,  
and that  is  to generate new options for  resolving confl ict  
in the schools ,  bel ieving that  adolescents  learning to 
handle dissent  may work with confidence within the system 
and that  the ski l ls  of  negotiat ion and the ar t  of  compro­
mise are essential  to the gaining of  civic competence.  
Newmann (1975) would encourage adolescents  to part icipate 
in community affairs  as  a part  of  c i t izen education.  The 
former s trategy could be more appropriate for  heterogeneous 
groups coping with the confl icts  of  integrat ion.  The 
la t ter  s trategy could be more useful  in a  s table school  
environment.  
Fishman and Solomon (1972) addressed the imperat ive 
of  adaptabil i ty for  adolescents  of  the s ixt ies .  Identi ty,  
the preoccupation of  adolescents ,  is  related to a synthesis  
of  identif icat ion with and also against  a generat ion of  
adults--and within the context  of  emergent  social  changes.  
Fishman and Solomon relate  that  common to a l l  youth move­
ments is  a prosocial ,  a l t ruist ic  group identi ty--and that  
though the commitment to  bet ter ing the l ives of  others  may 
become distorted,  i t  s t i l l  has the potential  for  good,  both 
to the community and the involved youth.  They reported on 
a program from Howard Universi ty in which youth from low 
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income backgrounds were t rained and placed in jobs as  human 
service aides and community organizers  working for  changes 
in social  issues in their  own communit ies .  "They hold out  
hope that  such experiences may have "great  potential  for  
the social  integrat ion . . .  of low income youth as  well  
as  for  bringing about  needed social  change in the context  
of  an open democrat ic  society" (p.  23).  
Conclusion 
Historical ly,  s tudent  movements have come from the 
upper class  whose informal experiences within the system 
lend credence to their  sense of  personal  eff icacy and civic 
competence (Orum, 1972).  In the late  twentieth century,  I  
bel ieve we are,  as  Mead (1970) says,  "approaching a world 
wide cul ture and the possibi l i ty of  becoming ful ly aware 
c i t izens of  the world" (p.  xv).  Decisions made by a  well-
heeled el i te  are no longer acceptable to other  classes and 
ethnic groups.  Communicat ion technology has brought  a l l  to 
a keen awareness of  others .  With l imited advantages to be 
shared by growing numbers of  the human family,  a  civic cul­
ture emphasizing,  as  joint  tenants ,  part icipat ion and re­
sponsibi l i ty by a l l  ci t izens is  necessary.  
The schools ,  as  instruments of  a  f ree society,  may 
have a  s ignif icant  part  to  play in this  undertaking.  Yet  
to  assume ful l  responsibi l i ty for  a task of  such enormity 
would be nonsensical .  Schools  and agencies within the com­
munity have a  joint  responsibi l i ty for  providing opportu­
ni t ies  to challenge the adolescent  in his  bid for  a ful l  
identi ty.  
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CHAPTER I I  
THE NATURE OF ADOLESCENCE AND AMERICAN ACCOMMODATION 
TO ADOLESCENCE: A REVIEW OF THE LITERATURE 
In this  chapter  I  wil l  explore the nature of  adoles­
cence from an American perspect ive.  Authors are not  in 
agreement on the causes of  behavior  characteris t ic  of  
pubescent  youth.  The biological  t ransformation is  uni­
versal ;  the psychological  changes seem to depend on the 
demands made upon youth in their  own cul ture.  
In Chapter  I  an examination of  factors  contr ibuting 
to the poli t ical  social izat ion of  youth in democracies 
appears to identify the principal  agents  of  pol i t ical  
social izat ion.  The dimensions of  civic competence were 
examined.  The mutual  investment of  an individual  and his  
government seems to determine the level  of  civic competence 
required of  individual  ci t izens to sustain and keep on 
course a dynamic democrat ic  system. .  
Pol i t ical  scientis ts  for  two or  three decades have 
s tudied the phenomena of  pol i t ical  social izat ion.  To 
f ind the origin of  pol i t ical  at t i tudes,  the search reached 
back into childhood,  f inal ly studying elements of  infant  
behavior .  Att i tudes toward authori ty and a sense of  the 
benevolence of  one 's  society appear to have root  in the 
very early years  in a family.  
The origin of  the democrat ic  ideals—equali ty,  dignity 
of  each individual ,  majori ty rule with respect  for  minori ty 
r ights ,  and a  government rul ing by consent  of  the governed 
--are more diff icul t  to place in l i fe  space,  though a s tudy 
by the Internal  Associat ion for  the Evaluat ion of  Educa­
t ional  Achievement indicates that  by early adolescence 
many youth in democracies have developed an ideology of  
s trong commitment to  just ice and equali ty.  Poli t ical  sci­
ent is ts  seem not  yet  to  have pinpointed the origins of  
these poli t ical  at t i tudes,  whether  home, school ,  community,  
a  s ingle event ,  or  a  ser ies  of  historical  events .  I t  is  
conceded by many poli t ical  scientis ts  that  the media has 
impact  on poli t ical  at t i tudes and behaviors  of  young ci t izens.  
Adolescence,  in  a sense,  appears to be the hiatus 
between the recognit ion of  the r ights  and responsibi l i t ies  
of  the individual  in a democrat ic  society that  comes to 
frui t  late  in childhood and the act ion or  civic behavior  
of  the adult .  Like so many human ventures,  the t ransi t ion 
often is  not  easi ly made.  The joining of  philosophy with 
behaviors  seems to require intel lectual  and psychological  
maturat ion.  
Since the early years  of  this  century,  a mult i tude of  
s tudies have focused on the nature and problems of  adoles­
cents .  Only in recent  years  has research zeroed in on the 
vi tal  and vulnerable years  of  early adolescence.  In this  
chapter ,  a  review of the l i terature seeks to portray the 
essence of  the early adolescent .  
The Nature of  Adolescence 
According to a number of  scholars ,  the survival  and 
maintenance of  a  society is  dependent  on an appropriate 
social izat ion of the young.  Part icularly in the complex 
societ ies  of  the western world,  there is  more agreement 
among scholars  on the nature and problems of  the early 
adolescent  than on an acceptable social izat ion.  In 1977 
society has recognized the problem of social izat ion,  is  
at tempting various solut ions,  and should be ant icipat ing 
the consequences of  today's  choices in social izat ions} 
according to anthropologists  who take a long range per­
spect ive .  
The nature of  adolescence means the intr insic charac­
ter is t ics  and quali t ies  of  a  t ime for  growing beyond chi ld­
hood and into maturi ty.  Nature here is  the "real  aspect ,"  
the essence,  the inherent  characteris t ics  of  the age.  The 
growth experienced,  the confl icts ,  come not  by choice but  
are inexorably thrust  upon a l l  l iving through the teen 
years .  Growth in body,  mind,  and spir i t  for  these years  
brings about  inevitable dichotomies.  None escape.  In 
recent  years  a  number of  authors have wri t ten of  the t rans­
formation of  the adolescent ,  of ten turbulent ,  rarely 
t ranquil .  Changes of  body are most  conspicuous.  
The visible changes of  the emerging adolescent  are so 
pronounced that  observers  over the ages have referred to 
this  t ime in l i fe  as a t ime of  bir th.  In the col lect ion of 
essays,  Twelve to  Sixteen:  Early Adolescence (1972),  Bakan 
at t r ibutes the invention of  adolescence to Rosseau,  in 
whose Emile the weakness of  chi ldhood passes into a second 
bir th,  "born into existence,  born into l i fe ,  born a human 
being,  born a man" (p.  74).  Douval  and Adelson (1966) say,  
"The self--what  we are now—begins a t  puberty,  chi ldhood is  
pre-identi ty,  l i fe  begins when chi ldhood ends,  a t  eleven,  
twelve or  thir teen" (p.  3) .  On the beginning,  most  observers  
agree.  There is  a wide range of  beginnings.  
Hall ,  in 1907,  viewed adolescence as  a new bir th,  a 
t ime of  emergence of  higher and completely human t rai ts .  
Physical  growth and sexual  maturat ion "arms youth for  
confl ict ."  Individual  differences are pronounced.  "Some 
l inger  longer in the chi ldish stage and advance late  or  
s lowly,  while others  push on with a sudden outburst  of  im­
pulsion to early maturi ty" (p.  xvi i) .  Yet  af ter  an elo­
quent  descript ion of  s torm and s tress ,  the ambiguit ies  of  
the i rregular  development of  body,  mind,  and soul ,  Hall  de 
clares,  "These years  are the best  decade of  l i fe .  No age 
is  so responsive to a l l  the best  and wisest  endeavor" 
(p.  xvi i) .  If  Hall  is  r ight  that  adolescence makes for  
the best  years  of  the individual 's  l i fe ,  those years  are 
described by many authors as  years  when the individual  ex­
periences a  t ransformation in appearance,  mode of  thinking 
and relat ing to others ,  a  t ransformation that  resul ts  in 
s tress  and s train.  
So swift  and unabating are the changes of  early ado­
lescence that  youth hardly recognize themselves.  They 
wonder,  "Who is  this  new creature?" Erikson's  choice of  
"Identi ty" as the vir tue of  the age is  apt .  
Brimm (1963) observes there is  a wide variat ion in 
degree and rate  of  physical  and sexual  maturi ty:  
As the chi ld enters  into this  stage of  change in his  
l i fe ,  there are many other  changes precipi tated by 
changing biological  factors .  As he matures his  po­
s i t ion in society changes and new strange demands are 
placed upon him. (p.  13) 
32 
Gesell ,  I lg,  and Ames note the uneven progression of  
early adolescent  development in their  classic  Youth:  The 
Years from Ten to Sixteen (1956).  They interpret  the mani­
festat ions of  the age through maturi ty profi les ,  t rai ls ,  
and t rends.  Development is  a key concept .  The sequence 
and rhythm of infancy/childhood repeats;  "Eleven .  .  .  
loosening up,  snapping old bonds;  twelve is  more posi t ive 
in mood,  smoother in relat ionships;  thir teen pulls  inward;  
fourteen thrusts  out;  f i f teen specif ies  and organizes;  
s ixteen again achieves a more golden mean" (p.  19) .  
Conger (1973) encapsulates the metamorphosis  in  this  
statement:  
I t  is  fair  to say that  adolescence begins in biology 
and ends in cul ture.  On the one hand inherent  matu-
rat ional  processes lead to the rapid accelerat ion of  
physical  growth,  changing body dimensions,  the sub­
ject ive and object ive consequences of  hormonal  changes 
and increased sexual  drive,  the development of  primary 
and secondary sex characteris t ics  and further  growth 
and differentat ion of cognit ive abi l i ty.  These bio­
logical  developments and the individual 's  need to adapt  
to them give to adolescence such universal  quali t ies  as  
i t  possesses . . . .  The cul ture may faci l i tate  or  
hinder the young person's  adjustment to the physical  
and physiological  changes of  puberty and i t  may influ­
ence whether  these changes become a source of  pride or  
of  anxiety and confusion.  (p.  94) 
The development of  the intel lect  is  not  without  prob­
lems.  As Piaget  explains,  the arr ival  at  each new plane of  
cognit ive functioning is  accompanied by a kind of  
egocentr ism. As the adolescent  masters  formal operat ions 
and logical  thought ,  he is  perplexed and offended that  the 
world is  not  always rat ionally ordered.  In 1958 Piaget  
wrote :  
When the cognit ive f ield is  again enlarged by the 
s tructuring of formal thought ,  a  .  .  .  form of  ego­
centr  ism comes into view. This  egocentr ism is  one of  
the most  enduring features of  adolescence . . . .  The 
adolescent  not  only t r ies  to adapt  his  ego to the 
social  environment but ,  just  as  emphatical ly t r ies  to 
adjust  the environment to his  ego . . . .  The resul t  
is  a relat ive fai lure to dist inguish between his  point  
of  view .  .  .  and the point  of  view of  the group which 
he hopes to reform. (p.  343) 
Elkind (1974) explains another  problem brought  on by 
cognit ive growth,  i .e . ,  the matter  of  indecisiveness that  
resul ts  from the capabil i ty of  deal ing with a number of  
possibi l i t ies  and al ternat ives in problem solving.  Having 
a  mult i tude of  a l ternat ives,  but  l imited by experience,  the 
early adolescent  f inds that  making a choice appears haz­
ardous,  often result ing in "hopelessly dependent  and in­
decisive" behavior  (p.  180).  
Adelson's  (1972) cross cul tural  s tudies of  early 
adolescents  conclude that  developmental ly the years  12-16 
are cr i t ical  in achieving ideology.  Not c lass  or  sex or  
intel l igence,  but  age accounts '  for  this  achievement.  
Mosher and Sull ivan (1976) report  that  moral  development 
from preconventional  to  conventional  reasoning must  occur 
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by age 13,  or  l ikely post  conventional  moral  reasoning wil l  
not  be achieved in adulthood.  
Josselyn (1952) views psychological  maturat ion as  
fragmented.  She chooses the metaphor of  a  j igsaw puzzle to 
describe the psychological  adaptat ions of  the early ado­
lescent .  At f i rs t  the pieces l ie  about  with no order;  then 
several  pieces are joined together ,  just  as  the adolescent  
begins to integrate his  feel ings into a meaningful  pat tern.  
Final ly the pieces are put  together  and the picture emerges 
- - just  so do the joining of uneven feel ings into "is lands 
of  adjustment further  f i t  together  to create the adult  
personali ty" (p.  121).  
Aware of  the monumental  task of  coping with these 
phenomena,  Kagan (1972) identif ies  the:  
preoccupying motives for  most  American adolescents  
revolve around resolving uncertainty over sexual  ade­
quacy,  interpersonal  power,  autonomy of  bel ief  and 
act ion,  and acceptabil i ty to peers .  (p.  100) 
The theme of  crucial i ty threads i ts  way through the 
wri t ings of  a l l  serious observers  of  early adolescence.  
Hall ,  who defined adolescence,  spoke of  the vulnerabil i ty 
of  youngsters  much as  Aries (196 )  la ter  described the 
"weakness of  chi ldhood." 
I f ,  a s  a u t h o r s  o b s e r v e ,  a d o l e s c e n c e  i s  h u m a n  r e b i r t h ,  
i t  also is  acknowledged as  a t ime of  cr is is .  The survival ,  
35 
the maturat ion of  the individual  to a whole,  autonomous 
person of  integri ty and responsibi l i ty,  is  dependent  upon 
a sat isfying solut ion of ,  or  at  least  acquisi t ion of  a de­
gree of  tolerance for ,  the ambiguit ies  of  the age.  
Unti l  recent  years ,  observat ion and empirical  s tudies 
have focused on the dramatic confl icts  of  la te  adolescence.  
Analysts  such as  Erikson have i l lumined the mult ifar ious 
s truggles of  the emerging young adult .  Another analyst  
contends that  the pathology of  adolescence has i ts  origin 
at  the very beginning.  Bios (1970) explains his  study of  
early adolescence thus:  
A review of the vast  l i terature on adolescence reveals  
a t  f i rs t  glance,  that  an only inconspicuous corner  is  
assigned to the young adolescent .  The focus of  re­
search has been instead on the spectacular  and dra­
matic s tages of  Adolescence Proper and Late Adoles­
cence.  Yet  c l inical  observat ion leaves no doubt  that  
deviant  adolescent  development has i ts  onset ,  i f  not  
i ts  roots ,  in the ini t ial  stage of  adolescence.  I t  
has been my experience that  a l l  adolescent  disturb­
ances ref lect  the existence of  a  developmental  impasse 
a t  the early stage of  adolescence,  (pp.  xi i -xi i i )  
Coopersmith (1967) chose the ini t ial  stage of  adoles­
cence,  10-14,  for  his  study of  self-esteem, an important  
considerat ion,  for  the individual  with low self-esteem is  
more vulnerable.  Vulnerabil i ty,  the feel ing of  helpless­
ness and inadequacy,  is  ubiquitous to the age.  
i. 
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Eichhorn (1969),  a  pract i t ioner and advocate of  the 
middle school  as  accommodation to this  cr i t ical  and vul­
nerable age,  describes youngsters  in t ransi t ion,  " trans-
escents  .  .  .  the prefix ' t rans '  meaning ' to  go across, '  
and the suff ix 'escent '  meaning ' to  become something." '  
Momentous changes--physical ,  mental ,  and social-- thrust  
the chi ld toward adulthood;  but  changes are not  uniform. 
Each t ransescent  develops according to his  own t imetable.  
Bios speaks to the immediate needs of  the t ransescent:  
The phase specif ic  confl icts  of  the young adolescent  
loom large behind the turbulence of  subsequent  s tages 
.  of  adolescence.  The urgency of  those problems that  
the late  adolescent  brings to the cl inician tends to 
distract  the expert 's  at tent ion from the crucial  devel­
opmental  fai lures that  had already made their  imprint  
a t  the ini t ial  stage of  adolescence.  (p.  xi i i )  
Bios 's  insistence on the discrete developmental  phase 
of  early adolescence is  shared by a  col lect ion of  scholars  
in Kagan and Coles 's  Twelve to Sixteen:  Early Adolescence.  
Developmental  fai lures of  the adolescent  predicate sub­
sequent  disturbances.  Bios says,  "The young adolescent  
tends to be looked upon as  ei ther  a miniature adolescent  
or  an overgrown chi ld" (p.  xiv) .  Yet ,  he insists  that  
this  developmental  phase needs to be defined as  an essen­
t ial  port ion of  the orderly sequential  growth to adult­
hood .  
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I t  appears that  at  no t ime in l i fe  is  an individual  
faced with more insis tent  demands for  defini t ion of  self  
and adapting oneself  to  the environment.  Erikson l is ts  the 
developmental  tasks of  adolescence as:  acquir ing a per­
sonal  l i fe  s tyle (which is  dependent  on gaining independ­
ence both economic and psychologic from the family) ,  estab­
l ishing a vocational  identi ty,  resolving sex drives in a 
mature pat tern,  and committ ing oneself  to  a value system--
a personal  philosophy as an outgrowth of  his torical ,  rel i ­
gious,  and poli t ical  concepts .  
Adulthood is  at tained upon a  sat isfactory resolut ion 
to these confl icts ;  i t  may be 17 years  for  some,  35 for  
others .  Complet ing the tasks of  adolescence becomes in­
creasingly diff icul t  for  youth in post  industr ial  societ ies  
as  job special izat ion demands extended education;  few 
apprenticeships or  low-skil l  jobs are avai lable.  A long 
period of  schooling prolongs adolescence.  I t  is  prolonged 
adolescence that  escalates simple confusion to more serious 
confl icts  for  youth,  according to some authors (Gesel l ,  
Josselyn,  and Erikson).  
Biological ,  intel lectual ,  and emotional  maturat ion 
do not  proceed in an even fashion.  The at tempts of  the 
adolescent  to adapt  his  changing body and mode of  
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reasoning to a cul ture making confl ict ing demands upon him 
results  in a ser ies  of  ambiguit ies .  That  the individual  
may lag in some phases of  maturing,  yet  be advanced in 
other  phases,  adds to his  di lemma. 
Clinical  psychologists  contend that  adolescence is  
characterized by ambiguity.  Youth is  torn by confl ict  be­
tween perceived demands of  the environment and the needs of  
a  maturing body,  intel lect ,  and spir i t .  Josselyn (1952) 
says the contradict ions and inconsistencies resul t  from 
at tempts to deal  with " internal  confl icts  and to problems 
h i s  r e a l i t y  w o r l d  i m p o s e s  u p o n  h i m "  ( p .  4 5 ) .  
A sal ient  feature of  the age is  the love/hate rela­
t ionship of  the adolescent  and parent  (Bios,  Josselyn).  
Differing defini t ions of  responsibi l i ty by the generat ions 
provoke confl ict ing expectat ions,  with adolescents  rarely 
in agreement with adults .  Ambivalent  feel ings toward par­
ents  are a consequence of  inevitable frustrat ion and hos­
t i l i ty in the changing relat ionship:  the parent  being 
uncertain of  an appropriate degree of  permissiveness/con­
trol ;  the adolescent  impatient  with excessive parental  
involvement in his  affairs .  
Analyst  Erikson (1950) poses a l i tany of maturat ional  
confl icts  with which adolescents  must  cope.  There is  Time 
Perspective vs.  Time Diffusion,  Self  Certainty vs.  Identi ty 
Consciousness,  Role Experimentat ion vs.  Negative Identi ty,  
Anticipat ion of  Achievement vs .  Work Paralysis ,  Identi ty 
vs.  Identi ty Diffusion,  Sexual  Identi ty vs.  Bisexual  Diffu­
sion,  Leadership Polarizat ion vs.  Authori ty Diffusion,  and 
Ideological  Polarizat ion vs.  Diffusion of  Ideals  (p.  218).  
Josselyn (1952) explains the dilemma of  Secret iveness/  
Self  Revelat ion,  a  product  of  what  Erikson cal ls  "identi ty 
consciousness."  The adolescent  is  characteris t ical ly secre 
t ive because verbal izat ion is  diff icul t ,  insight  is  l imited 
and the r isk of exposing oneself  to r idicule too fearful .  
Yet ,  the s truggle for  an image of  oneself ,  mirrored by 
others ,  accounts  for  the baring of  the soul  to t rusted ones 
Josselyn also points  to the confl ict  of  sex identi ty.  
Youth models  sexuali ty from the parent  of  the same sex,  yet  
this  parent  is  the r ival .  The opposi te  sex parent  is  the 
ideal  sex object ,  but  forbidden.  
Final ly,  the compell ing Dependence/independence con­
f l ict  persis ts .  What remains of  the chi ld f inds comfort  
and securi ty in dependence.  The emerging adult  rejects  
these incl inat ions,  opting for  more mature s tatus.  
Josselyn reminds us that  mutual  dependency is  a "universal  
characteris t ic  of  the human race . . . .  Dependency is  not  
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abandoned with emotional  maturi ty,  but  the nature of  the 
dependency is  modified" (p.  49) .  
Friedenberg (1959) views this  cacophony of  confl icts  
as  the youngster  "defining himself  in  dialect ical  combat 
with society,"  and further  says "adolescence is  confl ict ,  
protracted confl ict  between the individual  and society" 
(p.  32).  This  kind of  confl ict  is  characteris t ic  of  com­
plex and open societ ies ,  not  to be found in primit ive cul­
tures or  total i tar ian states .  
Newman and Newman (1976) make a  sharp dist inct ion be­
tween early and late  adolescents  in taking on these con­
f l icts .  They pose an addit ional  confl ict  for  early ado­
lescents ,  i .e . ,  that  of  Group Identi ty vs.  Alienation.  
Pressures for  conformity and compliance determine a pre­
occupation with peer  acceptance for  this  age.  Whether by 
choice or  reject ion,  fai lure to identify with a group poses 
serious diff icul t ies  for  the early adolescent .  
Gordon (1972) sees the task of  acceptance in another  
dimension.  Acceptance/Achievement is  a major di lemma of  
values.  Cri ter ia  for  acceptance by the " ins" are docu­
mented by Coleman (1961) and are exclusive.  Needs achieve­
ment of  the individual ,  s trongly supported by the family 
(of  the middle class  in part icular)  run counter  to  the 
norms of  peer  acceptance in high school .  Coopersmith1s 
work (1967) documents the effect iveness of  parental  s tand­
ards in developing posi t ive self-esteem and s trong achieve­
ment or ientat ion for  early adolescent  boys.  The pl ight  of  
the lower class  chi ld is  often t ragic,  desir ing,  but  
f inding sat isfact ion with nei ther  acceptance or  achieve­
ment.  Early adolescent  boys and gir ls  differ  markedly in 
orientat ion to this  dilemma; boys opting for  accomplishment 
and autonomy, gir ls  choosing acceptance (Gordon,  1972,  
P .  4 7 ) .  
Impulsivi ty/ lndec is  ion may appear to adults  to be the 
most . i rrat ional  and i r r i tat ing characteris t ic  of  emerging 
adolescents .  The universal  urge to be act ive t ips the 
choice toward impulsivi ty.  Yet ,  as  Elkind (1974,  p.  179) 
explains,  with new intel lectual  powers,  the early adoles­
cent ,  perceiving many possible al ternat ives in a choice,  
may be seized by immobil i ty because of  a  l imited background 
of  experience.  
For the late  twentieth century adolescent ,  the demands 
of  a  sophist icated capital is t  economy exert  a  s trong influ­
ence on the accomplishment of  developmental  tasks (Erikson,  
1968;  Bakan,  1972).  Two major  consequences of  the economy 
delay the economic independence of  youth.  One,  many jobs 
require special  t raining that  extends the years  of  school­
ing.  Two, the economy often does not  create jobs for  a l l  
job seekers,  so the adolescent  is  encouraged to remain a  
s tudent  to bet ter  prepare himself  for  a later  job opportu­
ni ty.  Furthermorej  as  Friedenberg (1959) relates ,  the 
expectat ions of  a  democrat ic  society press the individual  
to be autonomous,  choosing his  own course for  self-
fulf i l lment  within the interests  of  the society in which 
he 1ive s  .  
Hall  (1904) in reviewing the place of  youth in his­
torical  perspect ive says we are,  as  a  nat ion,  old beyond 
our years ,  for  during the expansion and industr ial izat ion 
of the republic ,  the passage from childhood was "swift  as  
the bl ink of an eye" (p.  xvi) .  Bakan defines adolescence 
as  an extension of  chi ldhood that  came as  a  resul t  of  the 
urban-industr ial  society of  the turn of  the century;  i t  is  
the "period of  t ime between pubescence .  .  .  and the ages 
specif ied by law for  compulsory education,  employment and 
c r i m i n a l  p r o c e d u r e "  ( p .  7 4 ) .  
Holl ingshead maintains that  adolescence is  dist inct ly 
different  from the point  of  view of  sociologists ,  psy­
chologists ,  and educators .  He says,  "Sociological ly 
adolescence is  the period in the l i fe  of  a  person when the 
society in which he functions ceases to regard him (male or  
female)  as  a chi ld but  does not  accord to him ful l  adult  
s tatus,  roles and functions" (p.  7) .  To sociologists  i t  is  
adolescent  behavior  that  is  of  concern rather  than bio-
psychological  phenomena.  He goes on,  "We bel ieve that  
adolescent  behavior  is  a type of  t ransi t ional  behavior  
which is  dependent  upon the society,  and more part icularly 
upon the posi t ion the individual  occupies in the social  
s t r u c t u r e "  ( p .  6 ) .  
Havighurst  chose a classic  American community for  his  
Growing up in River City (1966),  a  connecting l ink of  the 
sociologist 's  perspect ive of  cul tural  demands between 
Holl ingshead1s (1942) Elmtown's  Youth and his  (1973) 
Elmtown's  Youth and Elmtown Revisi ted.  Both are cr i t ical  
surveys of  the col lect ive influence of  the youth-serving 
organizat ions of  the community.  Both document the s trong 
effect  of  class  on the successful  t ransi t ion from childhood 
to adulthood.  Social  mobil i ty compounds the confl icts  of  
the age,  for  even middle class  youth are considered "the 
vulnerable" because of  the constant  threat  of  downward 
mobil i ty.  The counter  cul ture of  the s ixt ies  appears to 
ref lect  on adaptat ion to this  threat .  
Coleman (1961) in The Adolescent  Society focuses on 
teenagers:  the high school  subculture.  Like Holl ingshead 
and Havighurst ,  he provides an elaborate descript ion of  
adolescent  behavior .  The isolat ion and therefore identi­
f icat ion of this  age group resul ts  from economic special i­
zat ion of  industr ial  society.  
Observers  seem to say that  i t  is  the values of  a  
cul ture that  determine the length,  the ambiguit ies ,  and 
intensi ty of  the t ransi t ion from childhood.  Mead's  (1928) 
descript ion of  the coming of  age in Samoa is  of  a  serene 
s tep into adulthood.  Meeting the demands of  the relat ively 
simple environment poses no "si :orm and s tress ,"  for  Samoan 
youth are much l ike their  parents  and grandparents  were.  
In the post  f igurat ive culture,  no great  value is  placed 
on individualizat ion.  Within the highly complex American 
society,  there are pockets  of  cul ture that  seek to 
perpetuate a s imple and unchanging mode of  l i fe .  Coleman 
(1961) i l lustrates  with an account  of  the confl ict  between 
an Amish sect  and the Ohio State Board of  Education.  
The Amish,  a  s imple farming group,  f ind no need to segre­
gate youth nor to prolong adolescence through extended 
schooling.  
Douvan and Adelson conclude that  today's  adolescent  
undergoes a pal l id experience,  s imilar  to Friedenberg 's  con­
tent ion that  the adolescent  "merely undergoes puberty and 
s imulates maturi ty,"  the reason being extended adolescence 
due to dependency.  Both youth and parents  have no escape.  
Sadly,  the youth:  
keeps the peace by muting his  natural  rebel l iousness 
through transforming i t  into structured and defined 
techniques for  get t ing on people 's  nerves.  The pas­
sions,  the rest lessnessj  the vivaci ty of  adolescence 
are part ly drained off  in the mixed chi ldishness and 
false adulthood of  the adolescent  teen cul ture.  
( p .  1 6 8 )  
Though adolescence as  experienced and observed in 
American cul ture is  a consequence of  adaptat ion to demo­
crat ic  ideals  within an urban-industr ial ized cul ture,  i t  is  
not  peculiar  to the American scene.  Historical ly,  i t  took 
i ts  origin from a r is ing middle c lass .  Authors a t t r ibute 
the nuclear  family to an established bourgeois .  In ancient  
Greece keen observat ions of  youthful  behavior  were re­
corded.  Democrat ic  ideals  gave expanding opportunit ies  to 
youth and at  the same t ime made great  demands.  The 
s tr iving for  identi ty within Western cul ture is  of  long 
durat ion.  Truly,  adolescence is  a universal  experience,  as  
other  authors have wri t ten in cross cul tural  s tudies and 
over a period of  t ime.  Scholars  whose observat ions span 
milennia (Aristot le ,  340 B.C.;  Aries,  1962) confirm that  
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adolescence is  a universal  experience.  Historical ly,  the 
concept  of  adolescence paral lels  the origin of  the middle 
c lass .  In his  bri l l iant  Centuries  of  Childhood (1962),  
Phil ippe Aries t races the emergence of  the concept  of  
chi ldhood.  In the scope of  human history,  the concept  of  
chi ldhood is  a recent  deve lopment;-even in medieval  t imes 
i t  did not  exist .  The concept  of  "coddling" the weak and 
innocent  appeared in the f i f teenth century and was prac­
t iced f i rs t  by people of  qual i ty,  fol lowed by the lower 
c lasses,  encouraged by churchmen,  "for  they saw them (chil­
dren) as  fragi le  creatures of  God who needed to be both 
safeguarded and reformed" (p.  133).  
That  adolescence has for  centuries  been seen as  a t ime 
of  s t r ivings,  of  wrest l ing with the confl icts  of  the en­
vironment,  is  borne out  by the fol lowing observat ions:  one 
from Teagarden's  ar t icle  in the journal  Adolescence (1976),  
the other  a t ranslat ion of  Aristot le 's  observat ion of  the 
youth of  340 B.C.  Teagarden quotes from the I l l inois  
Junior  High Education:  
Confused by self  doubt ,  plagued with forgetfulness,  
addicted to extreme fads,  preoccupied with peer  s tatus,  
disturbed about  physical  development,  aroused by physi­
ological  impulses,  s t imulated by mass media communica­
t ion,  comforted by daydreams,  chaffed by restr ict ions,  
loaded with purposeless energy,  bored by routine,  i rked 
by social  amenit ies ,  veneered with wise "cracks,"  
insulated from responsibi l i ty,  labeled with del in­
quency,  obsessed with personal  autonomy, but  dest ined 
to years  of  economic dependency,  early adolescents  
undergo a cr i t ical  and frequently stormy period in 
their  l ives.  (p.  86) 
From Norman Kiel l ' s  The Universal  Experience of  
Adolescence,  the words of  Aristot le  describe youth of  
another  day:  
The young are in character  prone to desire and ready to 
carry any desire they may have into act ion . . . .  They 
are changeful  too,  and f ickle in their  desires,  which 
are as  t ransi tory as they are vehement,  for  their  
wishes are keen without  being permanent  . . . .  They 
are passionate,  i rascible and apt  to be carr ied away by 
their  impulses . . . .  They are sanguine,  too,  for  the 
young are heated by Nature as  drunken men by wine,  not  
to say they have not  yet  experienced frequent  fai lures.  
They have high aspirat ions .  .  .  unacquainted with the 
l imit ing force of  circumstances . . .  in their  act ions 
they prefer  honor to  expediency.  If  the young commit  
a  faul t ,  i t  is  always on the side of  excess for  they 
carry everything too far ,  whether  i t  be their  love or  
hatred or  anything else.  Also their  offenses take the 
l ine of  insolence and not  of  meanness . . . .  They are 
compassionate from supposing a l l  people to be vir tuous,  
or  at  least  bet ter  than they real ly are;  for  as  they 
est imate their  neighbors by their  own guilelessness,  
they regard the evi ls  which befal l  them as undeserved,  
(p.  16) 
In comparing these descript ions of  adolescence,  Aristot le 's  
observat ion is  more chari table.  He perceives youth as  
possessing faul ts ,  but  being by nature noble ideal is ts .  
Teagarden's  quote ref lects  empathy but  lacks the quali ty of  
admirat ion.  Only Erikson of  contemporary observers  ar t icu­
lates the pathos and potential i t ies  of  the age.  Though 
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both Aristot le  and Teagarden are somewhat indulgent  ob­
servers ,  the contrast  centers  about  a  creature of  great  
emotional  diversi ty,  to be pi t ied by Teagarden;  to  be 
envied by Aristot le .  If  both statements are a  ref lect ion 
of  the cul ture 's  view of youth,  i t  might  be concluded that  
ancient  Greece was forward looking,  expecting noble l iving 
of  i ts  youth,  whereas a  weary and disi l lusioned twentieth 
century looks backward at  i ts  young with regret  and 
sympathy.  
Kiel l  in his  book The Universal  Experience of  Adoles­
cence (1964) contends that  his  cross cul tural  and historic  
study of  adolescence suggests  that  cul tural  determinants  
only moderately affect  adolescents .  He opts  for  the re­
capitulat ion theory of  Gesel l .  The diff icul t ies  of  ado­
lescence are universal  in that  they are the consequence of  
a  physiological  s tate ,  of  sex and aging;  a s t r iving for  
adulthood in any environment.  
Douvan and Adelson's  (1966) s tudy of  3,500 Boy Scouts  
and Girl  Scouts ,  ages 10-16,  fol lows the classic  concept  of  
adolescence,  yet  focuses on the early adolescent .  Youth 
are pushed and pulled toward the future,  a crucial  experi­
ence,  thrust  toward adulthood.  They observe the adolescent  
experience of  boys and gir ls  are very different ,  with the 
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former establ ishing identi ty through peers  and vocational  
choice,  the lat ter  relying on s ingle best  fr iends and 
interpersonal  t ies  for  identi ty.  Aside from sex difference,  
they found that  by regions and classes,  adolescents  have 
much the same experiences.  They point  to the "homogeniza-
t ion" of  American adolescence,  seemingly due to "the pe­
culiar  confl icts  of  the age i tself  and the force of  mass 
communicat ion" (p.  349).  In viewing the extreme ends of  
the social  continuum, they found them to be more a l ike than 
different:  
The estranged lower class  youngster  rel ies  on al lo-
plast ic  solut ions to the adolescent  cr is is ,  l iving out  
mutely,  in  urgent  yet  aimless acts  of  violence or  
bravado,  a  sul len resentment against  the middle c lass  
world and i ts  values.  The estranged upper middle 
c lass  youngster  is  largely autoplast ic  in response;  
subject  to acute intrapsychic upheavals  which are ex­
pressed in neurotic  symptoms,  affect  s torms,  character  
eccentr ici t ies ,  and a general  value ferment.  Para­
doxical ly these two extremes are al ike,  and their  l ike­
ness is  in being different  from the normative adoles­
cent—the adolescent  of  the core cul ture.  The extremes 
are al ike in disaffect ion,  in act ing out  or  thinking 
out  a  discontent  with the social  order ,  they are al ike,  
above a l l  in that  they adopt  radical  solut ions to the 
adolescent  task of ego synthesis .  (p.  351) 
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The Social  Cri t icism of American Accommodation 
to  Early Adolescence 
From the conception of  adolescence at  the turn of  the 
century to today,  there has been no scarci ty of  cr i t ics  of  
society 's  accommodation for  youth.  Indeed,  i t  appears that  
were society to resolve unreasonable demands upon the young,  
adolescence would cease to have meaning.  
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In portraying the storm and s tress  of  adolescence in 
-  1907,  Hall  says,  "Modern l i fe  is  hard and in many respects  
increasingly so on youth.  Home, school ,  and church fai l  to 
recognize i ts  nature and needs,  and perhaps most  of  a l l  i ts  
peri ls"  (p.  xiv) .  In describing the unique American ex­
perience,  "an unhistoric  land,"  a country "precociously old 
for  i ts  years ,"  Hall  laments the s tresses on American 
youth as ,  "they leap rather  than grow into maturi ty."  He 
continues :  
Never has youth been exposed to such dangers of  both 
perversion and arrest  as  in our land today.  Increas­
ingly urban l i fe  with i ts  temptat ions,  prematuri t ies ,  
sedentary occupations and passive s t imuli  just  when 
an act ive object ive l i fe  is  most  needed .  .  .  al l  
these lack some of  the regulat ives they s t i l l  have in 
older  lands with more conservat ive t radi t ions,  (p.  xv-
xv i )  
In the post  World War I I  search for  normalcy and t ran­
quil i ty,  numerous cr i t ics  bemoaned the apathet ic  youth of  
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the day,  so different  from remembered or  romanticized 
"f laming youth."  Friedenberg made the s ternest  indictment 
of  adults  and a s trong defense of  youth in The Vanishing 
Adolescent  (1959).  His premise is  that  adults  envy,  fear ,  
and are host i le  to youth.  He scarcely admires the changing 
adaptat ion of  adults  from the more honest  dominance by 
coercion and punishment of  former days to the seduction and 
manipulat ion of  the f i f t ies .  He explains the lethargy of  
youth as  a defense mechanism against  exploi tat ion.  The 
larger  society,  media,  and commercial  enterprises ( that  
exploi t  the expanding market  for  teen trappings)  a l l  re­
ceive a ful l  share of  cr i t icism for  the exploi tat ion and 
injust ice experienced by adolescents .  
More recently Bronfenbrenner (1970) suggests  in The 
Two Worlds of  Childhood that  a cr i ter ion of the worth of  a  
society may be found in "the concern of  one generat ion for  
the next  . . .  a society which neglects  i ts  children,  how­
ever well  i t  may function in other  respects ,  r isks eventual  
disorganizat ion and demise" (p.  1) .  Bronfenbrenner 's  com­
parison of  the chi ld rearing pract ices of  the U.S.S.R.  and 
the U.S.  f inds the American pat tern lacking.  He wri tes  of  
the "unmaking of  the American chi ld,"  seeing age segrega­
t ion as a contr ibuting factor  to the isolat ion and al iena-
...  t ion of  youth.  His warning is  s tern:  
52 
If  adults  do not  once again become involved in the 
l ives of  chi ldren,  there is  trouble ahead for  American 
society.  New pat terns of  l i fe  have developed in our 
cul ture.  One resul t  of  these changes has been the re­
duced part icipat ion of adults  in the social izat ion of  
chi ldren.  (p.  118) 
I t  is  the insensi t ivi ty of  inst i tut ions most  c losely 
related to transescents--home, school ,  and church--that  
provokes s tr ident  cr i t icism of the accommodation to t rans-
escence.  The family as  an inst i tut ion is  faulted by 
Bronfenbrenner,  Mead,  and Holt  for  al ienat ion between gen­
erat ions growing out  of  new l i fe  s tyles.  In his  book 
Escape from Childhood,  Holt  (1974) views current  youth as  
in" need of  more,  rather  than fewer,  older  people as  they 
mature,  there being such a mult ipl ici ty of  adult  roles in 
our complex society.  Like Friedenberg,  he sees youth as  an 
exploi ted minori ty and advocates such second order  changes 
for  the young as:  r ight  to vote,  work,  own property,  
t ravel ,  choose one 's  guardian,  dr ive,  and control  one 's  
learning.  He contends the modern nuclear  family is  "so 
often unhelpful  or  destruct ive because i t  is  so small ,  the 
relat ionships are too intense.  The young need an extended 
family or  "community" in organizat ions of  some kind;  
furthermore,  there is  within the family the source of  many 
people 's  most  severe problems,  i .e . ,  the arena of  feel ings 
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in small  famil ies:  s ibl ing r ivalry and the dimension of  
intensif ied human relat ions between chi ld and parent"  
(P.  24) .  
Bronfenbrenner credits  the "unmaking of  the American 
chi ld" to the nuclear  family which f inds ever diminishing 
contacts  in urban and suburban set t ings.  He contends i t  is  
not  excessive permissiveness that  accounts  for  the decl ine 
of  the family and i ts  influences on the young,  but  the de­
crease in family interact ion and the quali ty of  that  
interact ion.  
Havighurst ,  Bowman, Liddle,  Matthews,  and Pierod 
accuse the schools  of  compounding the diff icul t ies  of  work­
ing class  adolescents  in Growing up in River  City (1962).  
This  longitudinal  s tudy (from age 11-20) reports  that  one 
third of  youth in River City are poorly served by the 
school .  navighurst  returns to the themes of  adult  insen-
si t ivi ty and chi ld vulnerabil i ty in the fol lowing statement:  
River  City tends to offer  opportunity to disadvantaged 
youth on the community 's  own terms,  as  i t  were.  The 
community seems to be saying "Boys and gir ls ,  we can 
offer  grand opportunit ies  for  those of  you who.  can do 
well  in school  and wil l  at tend school  regularly,  and 
take part  in  church act ivi t ies  and join the Scouts  or  
"Y." But to  youngsters  without  these quali t ies  the 
community has l i t t le  to offer .  (p.  165) 
What happens in school ,  part icularly the tone of  the 
classroom, makes the difference for  young people.  Kagan 
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(1972) is  in agreement with Havighurst  that  the upper third-
have no problem with motivat ion.  They have experienced 
success.  I t  is  the lower two thirds that  have l i t t le  moti­
vat ion.  The matter  of  Acceptance/Achievement determines 
motivat ion.  Kagan says:  
If  power and s tatus corrupts ,  an adolescent  wil l  not  
defi le  himself  with academic success.  If  certain sub­
jects  cast  doubt  on one 's  sex role integri ty (boys may 
feel  that  French is  feminizing,  gir ls  may view compe­
tence in Algebra as  masculine)  personal  interpretat ion 
determines effort .  (p.  100) 
Newman and Oliver  (1972) agree with Bronfenbrenner 
that  the themes of  fragmentat ion,  change,  depersonaliza­
t ion,  and powerlessness which make for  the "missing commu­
ni ty" lead to feel ings of  anomie,  a l ienat ion,  and estrange­
ment in  youth.  Where Bronfenbrenner supports  the U.S.S.R.  
chi ld rearing pract ice of  s t ressing adult  values,  Newman 
and Oliver  quest ion them in this  statement:  
The prevail ing conception that  chi ldren can learn only 
from, rather  than with adults  and the forced submission 
of  youth to the rule of  adults  amplif ies  the confl ict  
between generat ions and encourages a posture of  de­
pendency,  a  sense of  powerlessness that  may carry over 
from youth to adulthood.  (p.  221) 
In an essay sympathetic  to  youth,  "Today's  Junior  High 
School  Students ,"  Wattenberg (1974) blames the reward pat­
tern of  middle class  teachers for  increasing the dispari ty 
between the " ins" and outs ."  He cal ls  for  greater  respect  
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for  the values of  youth and poses the quest ion:  " is  i t  not  
.  .  .  possible that  by adopting routines which go against  
the grain of  many young people,  we are real ly increasing 
their  al ienat ion from the school?" (p.  68) 
Kagan (1974) posi ts  that  adults ,  parents ,  and teachers 
have unreal is t ic  expectat ions of  early adolescents  in this  
statement:  
The adult  generat ion has lost  fai th in learning,  but  
hopes that  i f  the chi ld can gain i t ,  parents  wil l  have 
gained salvat ion for  themselves.  This  dynamic is  not  
unlike our vicarious identif icat ion with youth 's  per­
missive at t i tude toward drugs,  work and sex.  We are 
using youth for  our salvat ion and that  exploi tat ion is  
self ish and dangerous.  (p.  102) 
Holl ingshead concludes his  study Elmtown's  Youth and 
Elmtown Revisi ted (1975) of  a  high school  in a town in 
middle America in  the 1940's  and again in the 1970's  with 
these somber words:  
The current  product  is  a s tatus sytem which provides 
greater  opportunit ies  to persons in the higher reaches 
of  the social  s tructure than those on the lower levels  
to gain and enjoy the benefi ts  of  our cul ture and to 
pass on to their  descendants  the economic and social  
advantages they have enjoyed.  Conversely persons in 
the lower segments of  the socio-economic s tructure are 
handicapped by the operat ion of  the system. (p^ 388) 
Though not  in agreement on what  inst i tut ion--family,  
school ,  or  church--bears  the greater  burden of  blame for  
the malaise in "Growing up Absurd" or  causing the "Vanish­
ing Adolescent ,"  serious observers  of  adolescence hold 
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that  society as  a whole is  responsible for  making accommo­
dat ions to this  vulnerable age.  
Given a measure of  agreement among cr i t ics  of  the 
responsibi l i t ies  of  the family,  the school ,  and society at  
large for  improving the condit ions of  adolescence,  there is  
sharp disagreement on means.  Prescript ions hinge on educa­
t ional  philosophy.  
Social  learning theorists  are primari ly concerned with 
the t ransmission of  cul ture.  External  behavior  is  the cr i­
ter ion of importance;  immediate and measurable responses are 
valued.  Skinner is  the guiding f igure in this  object ive 
approach.  Muus (1976) rejects  the s tages of  development 
theorists ,  contending the growth of  the chi ld is  continuous 
and there is  no quali tat ive difference between adults  and 
chi ldren;  i t  is  the environment that  affects  chi ld behavior ,  
not  biological  maturat ion.  Of central  importance to the 
successful  social izat ion of  the young are appropriate model­
ing,  imitat ion,  and rewards.  Explici t  in this  approach is  a 
superior  professional  s taff  and the "hidden curr icula."  
Youth takes a cue from what  the model  does and how he is  re­
warded,  rather  than what  the model  says.  The di lemma for  the 
high school  is  apparent  as  Coleman (1961) explains that  high 
school  s tudents  are less  influenced by teachers than peers  
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and parents .  Moreover,  peers  control  desired rewards.  
Muus sees the advantage of  integrat ing lower class  with 
middle c lass  students ,  in that  s tatus is  important  in mod­
el ing;  lower class  students  may aspire to middle c lass  
values.  Yet  sharp cleavage of  classes is  the norm in the 
comprehensive high school  according to Havighurst  and 
Holl ingshead.  
Adelson (1972),  having documented the achievement of  
ideology between 12-16 years  in cross cul tural  s tudies im­
pl ies  that  this  is  a propit ious t ime for  moving from ego­
centr ic  to sociocentr ic  orientat ion.  With emerging higher 
s tages of  reasoning,  youth experience at  the same t ime a 
decl ining respect  for  authori ty,  but  a  heightened value for  
law. Since this  age has the capacity and incl inat ion for  
developing an ideology,  adults  may wisely provide a cl imate 
for  this  s trength of the age (p.  107).  Bios recommends a  
prolongation of  early adolescence for  a ful l  f lowering of  
concrete knowledge .  
De Cecco in his  insightful  how-to book,  Growing Pains:  
Uses of  School  Confl ict  (1974),  suggests  that  rather  than 
avoiding and suppressing inevitable confl ict ,  adolescents  
may explore a number of  a l ternat ives and part icipate in 
creat ive resolut ions of  problems by inst i tut ionalizing 
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dissent .  De Cecco warns that  by postponing decision making 
in s i tuat ions of  confl ict ,  adolescents  become passive.  
Friedenberg (1959) suggests  our society improve i tself  
by improving condit ions of  adolescence.  To do this ,  intel­
lectual  competence should be emphasized by the school .  He 
maintains:  
The ful ly human individual  is  he who does evaluate him­
self  on specif ic  grounds.  He thinks of  himself  part ly 
in terms of  his  part icular  competence and responsibi l­
i t ies .  I  certainly do not  suggest  that  what  a  man can 
do is  the same as  what  he is ;  far  from i t .  But being 
a person is  a process,  and more a  doing than a being,  
real ly;  we are not  s tatuary.  (p.  216) 
Democracy is  preserved by a continuing community of  
self  respect ing young people who understand and accept  
their  relat ionship to society.  The basic unit  of  such 
a community is  a s table self  to respect .  (p.  218) 
Humanists  whose concerns center  about  self- insight  and 
the quali ty of  personal  experience are existent ial is t  in 
philosophy.  Self- insight  is ,  in Kohlberg 's  words,  "a form 
of  t ruth with emotional  as  well  as  intel lectual  components" 
(p.  460).  The best  known working examples of  this  philoso­
phy are the Bri t ish Infant  and Junior  Schools;  Neil l ' s  
Summerhil l  the prototype.  In Young Lives a t  Stake (1972),  
Chari ty James ar t iculates the main factors  of  the Bri t ish 
viewpoint  in a chapter  t i t led "Education for  a Well-spent  
Youth."  They are:  " intr insic motivat ion,  education 
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through involvement and l iving in the present  with ful l  
enjoyment" (p.  12).  Emphasis  centers  on the individual  
s tudent  as  decision maker,  pursuing his  interests  in depth 
with support  from an "enabling" teacher.  
Friedenberg1s prime educational  object ive is  self-
concept  with competence.  The- humanist ic  Bri t ish model  
with rel iance on self-direct ion of s tudents  and the 
s trength of  teacher special is ts  appears to be that  vehicle.  
Kagan (1972) suggests  the school  can 
promote more plural ism in the talents  i t  rewards,  and 
celebrate self  improvement as  enthusiast ical ly as  i t  
credits  r ises in the rank order .  Teachers should 
defuse the sal ience of  inter-student  comparisons 
and acknowledge the s ignif icance of  intrapersonal  
change.  (p.  101) 
Widespread cr i t icism of education suggests  that  as  
pract iced today,  the needs of  youth in a  complex and 
rapidly changing society are not  being met.  Mead (1970) 
advises that  adults  recognize the l imits  of  their  influence 
with the young and change their  (adults ' )  behavior .  Other 
observers ,  whether  cr i t ical  of ,  or  sympathetic  to ,  the 
pl ight  of  "obsolescent  models ,"  address this  problem. 
Coleman (1961) sympathizes with today's  parents  who cannot  
shape chi ldren in their  own image as  was t radi t ional  in 
simpler  t imes.  "Parents  are obsolescent  in their  ski l ls ,  
t rained for  jobs that  are passing out  of  existence,  and 
thus unable to transmit  direct ly their  accumulated 
knowledge.  They come to be "out  of  touch" with the t imes 
and unable to understand,  much less  inculcate the s tandards 
of  a  social  order  that  has changed s ince they were young 
( P -  2 ) .  
In his  essay "A World They Never Knew," Conger (1973) 
adds depth to this  phenomenon,  credit ing the bi t ter  division 
of  adults ,  the prest igious included; ,  in  recent  years  as  
providing no homogeneous adulthood for  youth to respect  or  
resis t .  As a  resul t  there is  a decl ine in respect  for  
authori ty.  Parents  are viewed as  just  individuals  in a 
group of  "mixed up adults ."  
Summary 
This  chapter  has reviewed the wri t ing of  a number of  
thoughtful  educators  and social  cr i t ics ,  as  i t  pertains to 
the nature of  early adolescence,  part icularly as experienced 
within the civic cul ture of  the United States.  
The s trengths and weaknesses of  the age were examined 
not  only from the viewpoint  of  youth in t ransi t ion,  but  a lso 
from the perspect ive of  adult  society,  perplexed by the 
61 
often incomprehensible behavior  of  their  offspring.  If  
adolescence is  a t ime of  anxious ambiguit ies  for  youth,  i t  
is  also a t ime perturbat ion for  adults ,  who f ind i t  diff i ­
cult  to cope with the uneven growth of  youngsters ,  physi­
cal ly,  cognit ively,  psychological ly,  and philosophical ly.  
Observers  of  adolescents  are more in agreement on the 
confl icts  of  the years  than on how society should accommo­
date to the cr ises of  the age.  Precisely,  i t  is  the uncer­
tainty of when and how to share with adolescents  decisions 
that  affect  the l i fe  of  the community that  keeps the stew 
of adolescence boil ing.  In the seventies ,  adolescents  are 
a  large minori ty on the American scene,  equally visible 
with Black Americans and Spanish Americans.  The potentials  
of  adolescents  for  contr ibuting to a dynamic democrat ic  
society are not  general ly recognized.  Claiming a major 
port ion of  the productive hours of  the l ives of  adolescents ,  
the schools  have an obligat ion to provide optimal  experi­
ences for  the development of  self-concept  and a sense of  
community.  
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CHAPTER I II  
A MODEL FOR POLITICAL SOCIALIZATION 
FOR EARLY ADOLESCENTS 
In this  chapter  I  wil l  examine the model  of  Fred 
Newmann for  act ive ci t izen education for  late  adolescents ,  
a  model  of  psycho-social  development by Charles Hampden-
Turner,  and a curr iculum in moral  education by Ralph Mosher.  
The Newmann model  has yielded productive resul ts  with high 
school  s tudents  in the universal  concern for  bridging the 
gap between the theoret ical  and pract ical  approaches to 
civic education.  Hampden-Turner 's  model  lends keen insight  
into the pat tern of  personal  motivat ion and interact ion 
with others  that  resul ts  in psycho-social  growth.  His 
model  was not  designed for  early adolescents ,  but  for  a l l  
ages.  I t  does present  a  rat ional  framework for  comprehend­
ing the progressive dynamics of  personal  growth through 
social  interact ion.  Mosher 's  curr iculum in moral  education 
builds upon Kohlberg 's  theory of  moral  development.  The 
models  and curr iculum have in common a  commitment to  the 
development of  the individual .  The chapter  concludes with 
a proposed model  for  act ive ci t izen education for  early 
adolescents  that  borrows from the s tudies of  Newmann,  
Mosher,  and Hampden-Turner,  modifying these ideas for  an 
age group that  is  vulnerable,  and for  whom a paucity of  
effect ive curricula exists .  The proposed model  seeks to 
build on the s trength of  the age and to faci l i tate  passage 
for  early adolescents  to ascending levels  of  personal  and 
c  ivic competence .  
Basic Assumptions 
I  bel ieve that  man is  a special  creature related to 
his  creator  through the human family.  The measure of  his  
nobil i ty is  the grat i tude shown for  his  l i fe  space in the 
stream of human history.  And how does man give thanks for  
this  gif t?  Through celebrat ion of  self ,  the exquisi te  joy 
of  recognized uniqueness,  the wellspring of  unfolding per­
sonali ty.  Progress toward the ful lest  f lowing of  humaneness 
is  a weaving of  relat ionships from encounters ,  some fragi le  
yet  s trong as a spider 's  web,  into a fabric  of  mutuali ty.  
I t  is  through the dialect ics  of  col lect ivi ty that  men ap­
proach the vir tues of  just ice,  equali ty,  and compassion.  
I  bel ieve the diversi ty of  man is  to be t reasured as 
a vision of  potential i ty.  I t  is  a fearsome potential ,  
holding the possibi l i ty of  extreme evi l  as  well  as  
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r ighteousness.  The human family is  engaged in an eternal  
s truggle for  actual izat ion.  Man has an inherent  desire 
and capacity for  competence;  education faci l i tates  that  
drive .  
I  believe that  education is  an unfolding of  a l l  that  
is  within the individual .  I t  is  not  a  business—not a 
matter  of  supply and demand--not  management by object ive-~ 
not  a  cost /eff iciency operat ion.  Education is  self-
direct ion;  a growing from the inside outward;  a  process of  
select ing from a cacophony of  s t imuli  only those that  are 
authentic  for  the individual .  The role of  educators  is  to 
provide the learner  with the r ichest  environment possible 
for  his  select ions,  not  a  beautiful  and random environment,  
but  one r ich in s tructure from the past  and open to the 
potentials  of  the future.  The educator  is ,  of  necessi ty,  a  
constant  learner .  The dynamics of  interact ion set  in motion 
the necessi ty for  investment and judgment.  Education is  
for  a l l  people and for  a l l  t ime.  In considering the dimen­
sion of  t ime,  i t  is  the t ime of  adolescence for  the indi­
vidual  that  is  crucial .  All  possibi l i t ies  for  the future 
are vulnerable to the events  of  these years .  The burden of  
decisions (many of  which are i rreversible)  is  unavoidable.  
Decisions may open doors to series  of  increasingly 
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enriching experiences.  Decisions may also close off  those 
passageways,  resul t ing in an ever diminishing sphere of  
existence.  
The progression from childhood to adulthood is  through 
a hazardous labyrinth, '  yet  the urge for  personal  competence 
is  a mighty shield.  All  people should have power in the 
amount of  personal  competence and the responsible use of  
that  competence.  A poignant  s tatement of  the thwart ing of  
such power was made by black clergymen during the storm of 
the c ivi l  r ights  s truggle.  
The conscience of  black men is  corrupted because having 
no power to  implement the demands of  conscience,  the 
concern for  just ice in the absence of  just ice becomes 
a  chaotic  surrender.  Powerlessness breeds a race of  
beggars.  We are faced with a  s i tuat ion where powerless 
conscience meets  conscienceless power,  threatening the 
very foundations of  our nat ion.  (Hampden-Turner,  
1970,  p.  45) 
I t  is  within this  credo that  I  submit  a  model  for  
civic education.  
A br ief  history of  poli t ical  social izat ion and an ex­
planation of  the process (as  conceptual ized through poli t i ­
cal  science research) was set  forth in Chapter  I .  The 
relevance of  pol i t ical  social izat ion to a s tudy of  civic 
education for  youth in a democracy that  makes great  demands 
of  i ts  ci t izenry is  apparent .  Civic competence is  no 
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well-defined phenomenon but  a  dynamic concept  that  evolves 
with the increasing complexity of  modern democracies.  
Poli t ical  social izat ion is  a process of  inducting the 
young into the civic cul ture of  a  nat ion.  Differing at t i ­
tudes are a consequence of  and necessi ty to differing 
systems.  Commitment to  democrat ic  ideals  has broad accept­
ance because a  democrat ic  system most  nearly upholds the 
supreme vir tues of  just ice and equali ty.  Most  s table 
democracies have as  a basis  a  social  contract ,  the balance 
of  the governed giving consent  to an el i te  with power,  yet  
responsive to a const i tuency.  
Educators  have persis tent ly at tempted to prepare young 
people for  l i fe  in a dynamic society,  as  explained in -
Chapter  I .  The task of  passing the cul ture of  f ree men 
from one generat ion to the next  in a democrat ic  system is  
complex.  In an egal i tar ian society,  the public  schools  
have been viewed as the principal  agent  of  pol i t ical  social­
izat ion.  Yet  a  general  prescript ion of  American History 
with a short  course in Civics for  everyman's  chi ld fel l  
short  of  at taining the goals  of  developing adequate civic 
at t i tude,  knowledge,  and involvement imperat ive to ci t izens 
of  the late  twentieth century.  
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Dramatic events  of  the s ixt ies  and seventies  have 
heightened the urgency of  energizing "civic vir tue" among 
youth.  The s tabi l i ty,  even the survival ,  of  a  democrat ic  
system is  dependent  on a  majori ty of  c i t izens keenly aware 
of ,  and sensi t ive to the obligat ions of  overlapping commu­
ni t ies  in a society characterized by Gesel lschaft .  
Erikson (1968),  in  explaining the adolescent  process of  
acquir ing identi ty,  charges society with this  responsi-
b i l i ty  :  
Democracy,  therefore,  must  present  i ts  adolescents  
with ideals  which can be shared by young people of  
.  many backgrounds,  and which emphasize autonomy in 
the form of independence and ini t iat ive in the form 
of  construct ive work.  (p.  133) 
The mutual  needs and responsibi l i t ies  of  a  democrat ic  
social  system and i ts  youth are the wellspring of  pol i t ical  
social izat ion.  Models  that  have been implemented for  t rans­
ferr ing the Western ideology of  democracy to twentieth cen­
tury high school  youth are described by Newmann (1975) and 
Mosher (1976) in this  chapter .  A model  that  fosters  the 
rudimentary concepts  of  "sense of  self"  and "sense of  com­
munity" is  proposed for  early adolescents  as  essential  for  
developing civic vir tue.  That  adolescence is  a crucial  
t ime in the l i fe  cycle for  ci t izen education is  supported 
by the fol lowing words of  Erikson (1968):  
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Adolescence is  thus a vi tal  regenerator  in the process 
of  social  evolut ion,  for  youth can offer  i ts  loyalt ies  
and energies both to the conservat ion of  that  which 
continues to feel  t rue,  and to the revolut ionary cor­
rect ion of  that  which has lost  i ts  regenerat ive s ig­
nif icance.  (p.  134) 
What i s  the role of  the social izing agent  of  the 
schools  in the seventies  in inducting youth into the civic 
cul ture? As s tated in Chapter  I ,  i t  appears that  not  only 
at t i tudes,  but  also the incl inat ion to part icipate,  differs  
s ignif icantly by race,  socio-economic s tatus,  and ethnici ty.  
Few schools  in the seventies  are " l i ly white" or  "sol id 
black" or  any other  ethnic majori ty.  Today's  social  s tudies 
teachers deal  with s tudents  of  diverse poli t ical  orienta­
t ion.  How shal l  schools  meet  the dual  demands of  developing 
the.unique potential  of  the individual  and maintain and 
enrich a poli t ical  system worth preserving because of  i ts  
principles of  just ice and equali ty? 
Civic competence for  a l l  ci t izens appears a  must  i f  the 
system is  to survive.  Not that  every ci t izen wil l  have 
s trong opinions and wish to act  on every issue,  but  every 
ci t izen should feel  that  he has the power to  influence 
policy on a matter  of  s ignif icance to himself .  Education 
for  civic competence can only be at tained from a broad base 
of  concerned adults .  A number of  thoughtful  educators  
believe that  civic education must  be a  joint  effort  of  
famil ies ,  schools ,  and the community a t  large.  Much theo­
r izing has been done.  Fred Newmann is  that  rare individual  
who has effected a marriage between theory and pract ice in 
ci t izen education.  He has created and tested a model  of  
act ive ci t izen education for  which there is  sound just i f i ­
cat ion,  ethical ly and educationally.  
An Analysis  and Cri t ique of  the Newmann Model  
In my concern for  developing a model  for  a  curr iculum 
in ci t izen education,  I  have found that  the work of  Fred 
Newmann provides a very useful  point  of  departure.  Newmann 
(1975) makes a  case for  developing competence and ci t izen 
eff icacy in a curr iculum emphasizing the formulat ion of  
policy goals  through moral  del iberat ion,  social  policy re­
search,  and working to support  goals  through mastering 
advocacy,  group process,  and organizat ion ski l ls .  High 
school  juniors  and seniors  were involved in Newmann's  
Community Issues Program offered at  James Madison Memorial  
High School  in Madison,  Wisconsin,  from 1969 to 1971.  
The s trength of  the Newmann model  is  the defini t ion of 
and insistence upon environmental  competence and social  
act ion.  Environmental  competence is  "the abi l i ty to act  in 
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accord with the intentions one has for  making an impact  in  
the environment external  to oneself"  (p.  13).  Social  act ion 
is  "any act ivi ty in which s tudents  demonstrate concern for  
a social  problem" (p.  8) .  He just i f ies  these as  essential  
to maintaining democrat ic  values by consent  of  the governed.  
He says that  youth have social-poli t ical  al ternat ives:  
(a)  exert ing influence to cope with the system, (b)  suc­
cumbing to a disaffect ion for  what  now is—and dropping out ,  
or  (c)  becoming revolut ionaries advocating total  change 
(pp.  1-12).  Newmann says his  model:  
- i s  not  del iberately derived from any part icular  theory 
of  human behavior ,  social  s tructure,  or  poli t ical  
process,  but  from my personal  experience in curriculum 
development,  teaching and ci t izen act ion.  (p.  76) 
.  The uniqueness of  the Newmann model  is  to be found in 
i ts  cr i t ical  s tress  on working for  the support  of  goals .  
*  Knowledge of  both formal and informal poli t ical- legal  
processes is  essential  to working for  the support  of  goals .  
The productiveness of  individual  and group act ion is  deter­
mined by the acquisi t ion of  advocacy ski l ls ,  by knowledge 
of  group process,  and ski l ls  in using those processes as  
well  as  the nuts  and bolts  of  organizat ion-administrat ion 
ski l ls .  Newmann asserts  that  the part icipat ing ci t izen 
wil l  be assert ive rather  than passive,  that  he wil l  take 
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some responsibi l i ty for ,  rather  than be control led by,  
events .  Different  levels  of  involvement wil l  be expected 
from the diversi ty of  the populace.  There wil l  be more 
fol lowers than leaders;  there wil l  be creat ive ini t iators  
and cr i t ical  protestors .  Newmann just i f ies  this  act ion 
as the only rat ional  means for  maintaining and enhancing 
the democrat ic  process.  Government deriving i ts  power 
from the consent  of  the governed wil l  have,  l imited power 
and wil l  be sensi t ive to the principle of  equali ty.  
Equali ty,  that  democrat ic  ideal  ref lect ing moral i ty,  jus­
t ice,  and openness,  can be served by an informed public ,  
but  more importantly by an involved and part icipat ing pub­
l ic .  That  pol i t ical  involvement is  low is  evident  from 
the polls  and from numerous research studies of  recent  
years .  
Newmann presents  the major components  of  his  model  in  
F igure 1 .  
The Newmann Model  
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Competence,  that  vi tal  dimension of  adolescent  develop­
ment,  is  defined by Newmann as  "the abi l i ty to behave in 
such a way or  to use one 's  efforts  in such a manner,  as  to 
produce the consequences that  one intends" (p.  12).  If  one 
i s  t o  a f f i r m  t h a t ,  a s  N e w m a n n  s a y s ,  " t o  e d u c a t e  i s  . . .  t o  
help persons at tain the consequences they intend,  this  goal  
may be summarized as  teaching for  competence" (p.  12) .  Then 
environmental  competence defined as  "the abi l i ty to act  on 
accord with the intentions one has for  making impact  in  the 
environment external  to oneself"  (p.  16) is  a worthy educa­
t ional  goal .  Newmann gives further  insight  into environ­
mental  competence by construct ing this  taxonomy: 
1 .  Physical  Competence:  abi l i ty to have impact  on 
aesthet ic ,  functional  
2.  Interpersonal  Competence:  abi l i ty to have impact  
on persons,  nurturing and economic relat ionships 
3.  Civic Competence:  abi l i ty to have impact  in  public  
affairs ,  through public  electoral  process and within inter­
est  groups (p.  18).  . 
This  taxonomy brings to mind the sequence and vir tues 
of  l i fe  stages as  described by Erikson ( i968) :  the at tain­
ment of  physical  competence emphasized during childhood,  the 
competence in interpersonal  matters  largely the task of  
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adolescence,  and the achievement of  c ivic competence in 
adult  years ,  resul t ing from successful  at tainment of  the 
former.  
Environmental  competence is  an ongoing phenomenon 
resul t ing from act ion which comes on the heels  of  ref lec­
t ion.  As Newmann says,  "Action is  reserved for  behavior  
accompanied by a  conscious intent  to bring some effect  into 
the environment" (p.  19).  Newmann does not  define community 
in his  model ,  though one does get  a  sense of  community,  
e i ther  local  or  global  from the perspect ive of  the indivi­
dual ,  in  his  insistence on just if icat ion for  a l l  act ion 
within the community.  The moral  just i f icat ion for  act ion 
must  be consistent  with the values of  just ice,  equali ty,  and 
human dignity.  
The Newmann model  was not  intended to be r igid.  He 
submits  an agenda for  a  curr iculum rather  than a f inished 
curriculum and urges his  col leagues to expand and clar ify 
i t .  Indeed,  one of  the s trengths of  the model  is  i ts  
f lexibi l i ty.  Though useful ,  I  believe i t  can be improved 
upon by extension as evidenced by Massey (1976),  who modi­
f ied i t  for  his  "Cit izen Action Education for  a Democrat ic  
Community."  
Massey has a great  concern for  the disintegrat ion of 
Geme inschaf t .  In recent  years ,  busing to achieve racial  
balance in schools  has resul ted in numbers of  s tudents  
leaving public  schools  to at tend private academies,  further  
fracturing the community.  His s tudy sought  to  restore com­
munity for  high school  s tudents  through joint  ci t izen 
act ion.  The set t ing of his  s tudy was a  small  t radi t ional  
southern town. He found that  public  and private school  
s tudents  were amenable to working together .  He was disap­
pointed to learn,  however,  that  one basic at t i tude they had 
in.  common was a  reluctance to influence public  issues of  a  
controversial  nature.  None of  his  pub l ie/private school  
s tudent  groups would choose a  leadership/change project .  
They did choose volunteer  community service projects  and 
deal t  successful ly in that  medium. Massey concluded that  
for  his  s tudents ,  in the set t ing described,  the Newmann 
model  s tands in need of  ref inement,  with greater  emphasis  
upon (a)  the development of  a  sense of  self  and (b)  the 
development of  a  sense of  community.  Massey quest ioned the 
level  of  moral  judgment of  high school  s tudents  in choosing 
social  act ion projects .  Most  of  Massey1s high school  
juniors  and seniors  appeared to reason at  moral  s tage 3,  
some a t '  s tage 4.  "Good-boy" and "Law and Order" orientat ions,  
formal and t radi t ional ,  are concerned with maintaining the 
s tatus quo rather  than recognizing injust ice within the 
environment with the concomitant  motivat ion for  change.  
Conventional  moral  reasoning lacks sensi t ivi ty to the uni­
versal  principles of  equali ty and just ice,  the vir tues of  a 
democrat ic  system. 
I t  appears to me that  s trategies for  the development 
of  sense of  self ,  and for  the development of  higher s tages 
of  moral  reasoning in the early years  of  adolescence,  are 
just if iable.  Indeed,  as  Mosher (1976) contends,  the t ime 
for  developing higher s tages of  moral  reasoning is  crucial .  
He says there are age periods when t ransi t ions in moral  
reasoning are more easi ly effected,  and that  i f  the t ransi­
t ion is  not  made,  f ixat ion at  the lower level  is  l ikely to 
occur (pp.  16-17).  Massey's  s tudents  may have been bound 
by f ixat ion at  lower levels  of  moral  reasoning,  their  con­
cept  of  civic competence l imited by a latent  sense of  self .  
Late adolescents  are intel lectual ly capable of  formal opera 
t ions,  of  higher levels  of  moral  reasoning.  I t  then ap­
pears logical  to me that  educational  experiences for  early 
adolescents  should at tempt to provide s t imuli  for  cognit ive 
and psycho-social  development to  l iberate the individual  to 
maximum use of  his/her  capacity.  Personal  and civic compe­
tence builds on an emerging sat isfying identi ty.  
Newmann is  dubious of  certain aspects  of  humanist ic  
psychology.  He denies " that  the key to personal  growth is  
direct ing one 's  energy more toward inner examination of  
self"  as some humanist ic  psychologists  contend.  Newmann 
asserts  the ful ly developed person wil l  also desire and 
be capable of  making an impact  on the external  world.  He 
makes a  s trong case for  the necessi ty of  environmental  
competence in being a moral  agent  and concludes that  
' "real1  moral  di lemmas exist  only for  those persons who 
have specif ic  abi l i t ies  to affect  real i ty" (p.  33).  
Of equal  importance,  to  Newmann,  is  the psychological  
need of  basic human nature to be eff icacious.  He rel ies  on 
the work of  White (1963) to rei terate that  "an accumulated 
sense of  competence is  a useful  way of  referr ing to what  
others  may cal l  ego-strength .  .  .  because of  the accrued 
confidence that  one can act  upon,  rather  than be a  vict im 
of the environment" (p.  35).  I t  is  my posi t ion that  the 
resolut ion of psycho-philosophic concerns is  basic to 
Newmann's  model  of  education for  social  act ion.  I t  is  from 
the deepest  and innermost  values that  the ci t izen estab­
l ishes motives and social  just if icat ion for  part icipat ion.  
Early adolescents  need to establish identi ty,  authenti­
cated through interact ion with an adult  world (a community 
as  defined by Holt ,  Oliver ,  and Newmann,  1972).  The emerging 
adolescent  needs to grow from an egocentr ic  to a sociocentr ic  
outlook,  for  only by this  route may an adequate ideology de­
velop.  Physical  and psychological  changes press the early 
adolescent  to be act ive and competent  in  many ways.  For the 
adaptat ion to his/her  world,  a  "wealth of  concrete knowledge" 
(Bios,  1970),  "self  insight"  (Mosher,  1976),  and "respect"  
(Havighurst ,  1962) are indispensable to the early adolescent .  
The- major  components  that  I  feel  are missing from the 
Newmann model  that  are essential  for  early adolescents  are 
(a)  the developmental  dimensions of  s tudents  and (b)  more 
specif ical ly,  a  focus on self-concept .  These are essential  
for  a  val id civic education for  early adolescents .  
Early adolescents  are just  beginning to perceive the com­
plexit ies  of  public  controversy,  tending to view confl ict  as  
having clearly identif iable r ight  and wrong adversaries .  They 
also tend to regard compromise as  the surrender of  integri ty.  
The emerging adolescent ,  in  suspending the s table image 
of  a  chi ld self ,  may experience an amoeba-l ike self ,  lacking 
form. The young individual  searches for  a s tructure of  iden­
t i ty through interact ion with and confirmation of  an 
79 
expanding world.  The sal ience of  egocentr ism that  is  char­
acteris t ic  of  the t ransi t ion from one cognit ive stage to 
the next  is  a l l  too apparent  among early adolescents .  
Egocentr ism must  be deal t  with developmental ly to avoid 
f ixat ion at  the level  of  concrete operat ions.  
Psycho-social  Development:  Prerequisi te  
to Civic Competence 
I  bel ieve that  competence in the social  realm can be 
faci l i tated and must  be preceded by a personal  sense of  com­
petence.  I  am great ly moved by the reasoning of  Charles 
Hampden-Turner.  In Radical  Man,  his  model  of  psycho-social  
development refutes the s ter i l i ty of excessive individualism 
and aff irms the interdependence of  man.  His model  is  not  
the pal l id accumulat ion of  a  score of  theorists ,  but  a  mas­
terful  synthesis  of  the deepest  probings of  modern man.  
To me,  his  model  best  i l lustrates  the process of  growth from 
self-centeredness toward a poised,  ful ly integrated social  
being.  The model  can be applied to personal  growth and 
human relat ionships at  any age.  I  see the most  s t r iking 
applicat ion for  early adolescents .  Chapter  I I  portrays the 
s tresses of  early adolescents  in fashioning for  themselves 
an identi ty through interact ion with others .  Be i t  parent ,  
peer ,  or  the diverse personages in his  expanding world,  the 
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individual  who would enlarge his  consciousness and at tain 
his  potential  wil l  fol low the process of  the Hampden-
Turner model ,  as  i l lustrated in Figure 2.  
The Hampden-Turner Model  of  Psycho-social  Development 
Man exists  freely 
(a)  through the quali ty of  his  perception and 
(b)  the s trength of  his  identi ty 
( i )  each wil l  at tempt to 
integrate the feedback 
from this  process into 
mental  matr ices of  de­
veloping complexity.  
(h)  and through a dia­
lect ic  achieve a 
higher synergy,  
A 
(g)  He seeks to make a  self  
confirming,  self  t rans­
cending impact  upon the 
other  
(c)  and the synthesis  of  
these on his  ant ici­
pated and experienced 
competence.  
i 
(d)  He invests  this  with 
intensi ty and authen­
t ici ty in his  human 
environment 
I 
(e)  by periodical ly sus­
pending his  cognit ive 
s tructures and r isking 
himself  
( f)  in t rying to bridge the 
distance to the other .  
F igure 2 
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Hampden-Turner gives muscle and body to the skeleton of  his  
model  by applying the cr i ter ia  of  posi t ive mental  heal th by 
such theorists  as  Fromm, Ti l l ich,  Erikson,  Argyris ,  Rogers,  
Buber,  Maslow, and James.  He further  i l lustrates  the com­
pleteness of  the circle  by paral lel ing the model  with 
Taylor 's  profi le  of  the Creat ive Person and Haan,  Smith,  and 
Block's  (1968) Characteris t ics  of  young adults  in the Bay 
Area with the Highest  Capacit ies  for  Moral  Judgment.  Central  
to his  thesis  is  the idea of  the energy,  the dynamics of  
the r isk-taking encounters  between authentic  identi t ies ,  as  
i l lustrated below: 
Each party to the interact ion receives support  from the in­
teract ion,  resul t ing in enhancement and development of  each 
segment of  the personali ty.  His double hel ix gives further  
conceptual izat ion of  the basis  of  psycho-social  development.  
The interconnecting hel ices picture individual  growth from 
synergest ic  relat ionships with others .  The spirals  proceed 
from lower reaches of  l imited exchanges to upper reaches 
of  more mature relat ionships.  
1: 
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To proceed around the circular  model ,  I  interpret  the 
segments thus:  Man has identi ty and can exist  as  a free 
agent  because of  his  (a)  percept  ion.  The discrepancy be­
tween ought  and _is  i s  painful ly unavoidable.  He carves his  
(b)  identi ty,  an unvarnished and l imited self  through dia­
logue with others .  The (c)  competence achieved is  more than 
ego s trength and self-esteem; i t  is  generated from the "per­
suasiveness which ar ises from an intui t ive grasp of  other  
people 's  needs" (p.  43) .  Crucial  to  the meaning of  the act  (d )  
investment is  authentici ty and intensi ty.  One must 'be capa­
ble of  self-disclosure;  one must  give vent  to the urgency to 
create.  Hampden-Turner says the act  may take many forms,  "a 
gif t ,  a  gesture,  a  poem, a  magnum opus .  .  .  "  (p.  45).  
I t  is  an explici t  movement from self  to others .  The price • 
of  personal  growth is  the (e)  r isk taking of  suspending one 's  
own cognit ive s tructure,  being prepared for  i ts  modificat ion 
by the encounter .  More s imply,  i t  means to  temporari ly sus­
pend one 's  own reasoning,  to place oneself  in the place of  
the other .  There is  the r isk of  permanently losing one 's  
s tructure of  meaning in the interact ion,  yet  only through 
the daring of  this  "holy insecuri ty" (p.  48) may one take 
the next  s tep forward to (f)  bridge the distance,  that  is ,  
to take the leap of  fai th,  to close the gap between one 's  
own individuali ty and the needs of  others .  The wider the 
gap the greater  the anxiety in making the leap,  as  evidenced 
by the racial  confl icts  in the U. S.  and in Africa in recent  
years .  One hears  the echo of  Newmann and White 's  environ­
mental  competence in Hampden-Turner 's  s tatement,  "Man con­
summates the act  of  creat ing when others  confirm the value 
of  his  investment and make i t  their  own, so that  i t  t rans­
cends the personali ty of  i ts  creator" (p.  52).  The (g)  
seIf-confirmation and self- transcending impact  comes not  
from a force blow or  inexorable brainwashing,  but  from a 
mutually unfolding experience.  Again the hazard is  that  the 
leap ( the investment)  may end in nothingness,  yet  there is  
ever the urge to effect  a meeting of  the minds.  The person 
experiences a fulf i l lment  and becomes actual ized through 
entering into the perceived real i ty of others .  The individ­
ual  does not  achieve confirmation easi ly or  quickly.  In­
stead,  the joining of the egocentr ic  with the sociocentr ic  
world is  of  necessi ty a s truggle to reconcile  two apparent  
opposi tes .  Hampden-Turner says,  "The unique s i tuat ion is  
discoverable only af ter  we have leapt  the distance to the 
other ,  clashed in dialect ic ,  and then engaged with him" 
(p.  52).  What Buber refers  to as a "unity of  contraries ,"  
Hampden-Turner cal ls  (h)  synergy.  Returning to the hel ices,  
Hampden-Turner says,  "Synergy is  a s tate  of  mutual  enhance­
ment between two or  more hel ices so that  their  respective 
segments are developed and s trengthened" (p.  57).  I t  con­
sis ts  of  an affect ive and intel lectual  synthesis  which is  
more than the sum of  i ts  parts ,  so that  "each party to the 
interact ion can win a return on the investment that  is  
greater  than the competence r isked" (p.  55).  Final ly,  the 
reaching comes ful l  circle  with the ( i )  integrat ion of  feed­
back that  brings about  more complex ideas.  This ,  indeed,  is  
the process experienced by Radical  Man,  the thinker,  the 
feeler ,  moving beyond his  own sphere of  consciousness into 
the larger  consciousness of  contemporaries .  Hampden-Turner 
has created a rat ional  theoret ical  model  for  developing a 
sense of  self  and personal  competence through interact ion 
with others  .  
I t  is  Ralph Mosher,  an educator ,  theorist /pract i t ioner,  
who has set  forth a working model  for  psycho-social  growth 
of  la te  adolescents .  His pedagogical  vehicle is  that  of  
discussing moral  di lemmas.  In the next  sect ion,  his  cur­
riculum is  examined and analyzed.  Mosher has tested his  
model  by providing substant  i t  ive interact ion for  late  ado­
lescents  within the set t ing of the school .  I t  is  a curr icu­
lum for  moral  education whose basis  is  cognit ive and psycho­
social  development.  
Mosher 's  Curriculum in Moral  Reasoning for  Adolescents  
The overriding premise of  Mosher 's  curr iculum is  based 
on the notion that  moral  act ion wil l  be enhanced by st imu­
lat ing moral  and psychological  development.  Mosher bel ieves,  
with Kohlberg and Mayer,  that  the aim of  education is  devel­
opment and that  the curriculum must  provide those experi­
ences for  maximum development.  Building on the s trengths of  
the age that  he sees as  (a)  the capabil i ty to adult  thought ,  
(b)  the "incl inat ion to ethical  considerat ion (which is  part  
of  establ ishing an identi ty through a personal  moral  phi los­
ophy),  (c)  a  concern for  acceptance by contemporaries ,  and 
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(d)  an urgency for  competence and act ion (part icularly in '  
the realm of social  responsibi l i ty) ,  Mosher has conceived a 
bold curriculum and tested i t .  Moral  reasoning is  regarded 
as  an intel lectual  process in which concepts  are developed,  
analysis  made,  and decisions mandated when confronted with 
confl ict ing demands.  Mosher 's  reason for  choosing adoles­
cents  for  moral  education is  that  this  is  a prime t ime for  
t ransi t ion intel lectual ly,  social ly,  psychological ly,  and 
philosophical ly;  and there appear to be age periods when the 
t ransi t ion from one level  of  moral  reasoning to another  is  
more easi ly accomplished.  Further ,  the caveat  may be ob­
served that  " longitudinal  s tudies show that  chi ldren who do 
not  achieve conventional  moral  thinking by age 13 probably 
wil l  not  achieve postconventional  thinking in adulthood" 
(p.  16).  A second t ransi t ional  period occurs late  in ado­
lescence when people who have not  begun some postconven-
t ional  moral  reasoning l ikely wil l  not  achieve that  level  in 
adulthood.  
Developmental is ts  can approve the moral  del iberat ion 
that  precedes act ion in Mosher 's  curr iculum, not  for  re­
ducing tension,  but  instead for  a confrontat ion based on the 
perception of  dissonance between s tages of  development.  The 
potential  for  growth in moral  reasoning is  explained by 
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observations that  individuals  experience a dissonance while 
discussing a di lemma when exposed to a higher level  than 
their  own, resul t ing eventual ly in dissat isfact ion with 
their  current  reasoning.  A preference for  the next  higher 
level  leads to a restructuring of  one 's  frame of  reasoning.  
Mosher 's  course is  for  high school  juniors  and seniors  
and can be divided into several  phases.  Phase one is  an 
orientat ion,  with adolescents  sharing the ambiguous experi­
ences of  teens and the commonali t ies  of  perceptions of  a  
world that  to them is  not  rat ional .  Phase two deals  with 
analysis  of  moral  di lemmas through the use of  f i lms and 
novels .  This  approach takes into account  diverse learning 
s tyles.  Discussion is  the heart  of  this  phase.  Phase three 
teaches the ski l ls  of  counsel ing to adolescents .  The aim is  
to acquire a depth of  understanding for  another 's  ideas.  
I t  is  systematic,  theoret ical ly applied t raining in empathy,  
that  is ,  accurate identif icat ion with and response 
to others .  Phase four is  the teaching of  moral  psychology 
and philosophy;  the specif ics  of  Kohlberg 's  theory of  moral  
reasoning are explored.  
Mosher 's  curr iculum appears to have enjoyed success.  
He concedes that  the "moment of  t ruth" is  the relat ionship 
between moral  reasoning and act  ion,  very l ike the cr i t ical  
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l ink in the Hampdel-Turner model  which emerges out  of  the 
capacity of  the individual  to r isk the leap that  can make 
ought- is .  Kohlberg 's  systematic discussions of  moral  di­
lemmas is  the vehicle for  helping to st imulate development 
from an egocentr ic  to a sociocentr ic  orientat ion.  Mosher 
makes a  s trong case for  the opportunity current  educators  
have in making use of  the enlarged and evolving body of  
psychological  knowledge.  Regret tably,  I  have found no spe­
cif ics  of  the resul ts  of  his  curriculum. In his  presenta­
t ion,  "Education for  Human Development" (1977) a t  the Phi  
De.l ta  Kappa Symposium at  the Universi ty of  North Carolina-
Greensboro,  he said:  
Adolescents  can learn to counsel  or  teach as well  as  
many professionals  and in the process mature moral ly 
and social ly;  or  analagously,  adolescents  can create 
genuine self  government,  become ski l l ful  in conducting 
and part icipat ing in democrat ic  groups and acquire 
higher moral  reasoning in doing so.  (p.  177) 
I  see a number of  s trengths in the Mosher model .  
Discussion of  moral  di lemmas is  a pract ical  means for  s t imu­
lat ing moral  reasoning.  This  kind of  mind-stretching is  
reaching adolescents  a t  a prime t ime for  t ransi t ion;  i t  
avoids f ixat ion at  lower levels  of  reasoning.  Also the 
fact  that  act ion is  an integral  part  of  the curr iculum makes 
i t  l ikely that  adolescents  wil l  part icipate with enthusiasm. 
89 
A Proposed Model  
Introduct  ion 
I  am at t racted to the models  of  Newmann,  Mosher,  and 
Hampden-Turner,  as  each deals  rat ionally with the process of  
developmental  education.  I  am persuaded that  the develop­
ment of  the "integrated person,"  exultant  in his/her  unique­
ness,  into social  responsibi l i ty,  no more,  no less ,  is  the 
aim of  education.  Hampden-Turner '  s  model  of  psycho-social  
development hinges on the confirmation of  self  by investment 
with others .  Mutual  growth comes from synergy of  honest  and 
wil lful  encounters  so that  new and more ref ined intel lectual  
constructs  are born,  and a shared responsibi l i ty f lows from 
this .  Emerging adults  must  invest ,  leap,  and define their  
beings through others;  the al ternat ive is  frustrat ion,  
s tagnation,  atrophy,  and al ienat ion.  
Mosher and a  host  of  associates have been the vanguard 
for  implementing Kohlberg 's  theory of  moral  reasoning in 
secondary schools .  Their  most  profound contr ibution,  from 
my own point  of  view, is  the l ink between the moral  dimen­
sion and civic vir tue.  I t  is  a good beginning.  Mosher en­
courages the humanist  educator  to move ahead with alacri ty 
expecting a ful l  decade (of  research and pract ice)  to con­
ceptual ize a viable curriculum. 
Most of  a l l ,  Newmann's  model  appeals  to  me,  because (at '  
least  in his  set t ing) his  notion of  developing personal  and 
civic competence through civic act ion did work.  I  am per­
suaded of  the mutual  necessi ty of  personal  competence and 
community involvement.  I  deplore the decl ining importance 
of  social  s tudies in the schools .  The t radi t ional  approach 
to the social  s tudies general ly has kept  an arm's  length 
from the real i t ies  of  the world inhabited by s tudents .  
Studies of  dis tant  people and distant  t imes,  though essen­
t ial  for  a perspect ive of  social  man,  when emphasized,  tend 
to minimize the pervading controversies of  social  dynamism 
within the l i fe-space of  s tudents .  Community awareness is  
the focus of  social  s tudies for  primary s tudents  when the 
function is  laying the foundation for  al legiance,  that  is ,  
the social  acceptance of  the underlying principles of  a  
government and a  pride in the functioning of  the system. I  
bel ieve that  current  social  s tudies for  early adolescents  
neglects  sensi t ivi ty to community and f inding one 's  place of  
dignity and part icipat ion in i t .  Community awareness is  
grossly neglected for  adolescents  who are beginning to be 
capable of  formal operat ions.  Newmann's  model  for  real i ty 
test ing,  for  developing environmental  competence through 
select ive civic act ion,  seems a rat ional  approach for  
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optimizing the s trength of  the age.  I t  meets  the cr i ter ia  
for  individual  enrichment and social  responsibi l i ty.  
Elements of  the Model  
Competence through perception:  community awareness.  
The goal  of  environmental  competence can only be reached by 
those aware of  community resources,  sensi t ive to community 
norms,  and wil l ing to become involved in the ebb and f low o 
confl ict ing local  interests .  In creat ing this  model ,  I  be-
1 
gan by quest ioning the defini t ion of community.  For early 
adolescents ,  caught  up in the throes of  egocentr ism, commu­
ni ty is  place,  the place where J[  l ive.  Enlargement of  the 
concept  of  community is  developed by an analysis  of  self  to 
s ignif icant  others;  mutual  needs,  supports ,  and the binding 
of  commonali t ies .  Who shares my needs? Who can and wil l  
be helpful  to me in achieving my goals? How can my abi l­
i t ies  be used to nourish those to whom I  am bound by choice 
What can be done to overcome negative external  forces? How 
are confl icts  resolved within the core group? Where do my 
responsibi l i t ies  begin and end? The vi tal  l inks of  psycho­
social  development,  as  conceived by Hampden-Turner,  inhere 
in this  approach.  
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This model  focuses on act ion at  the local  level  as  
appropriate for  early adolescents  because of  the concrete-
ness of  issues and of  the feasibi l i ty of  act ion that  yields 
an observable impact .  Early adolescents  reason,  for  the 
most  part ,  a t  the concrete level ;  they are able to relate  to 
t 
poli t ical  issues of  here and now. To observe poli t ical  
roles f i rs t  hand,  to  communicate with local  leaders,  to  ex­
perience poli t ical  process,  f i rs t  through simulat ion and 
then through volunteer  service and social  act ion,  gives one 
a  basis  for  civic competence.  I  bel ieve i t  is  from a secure 
at t i tude that  emerges from sat isfying local  investment that  
one conceptual izes an expanded sphere of  influence.  Compe­
tence within the local  set t ing is  prerequisi te  to competence 
within a larger  frame.  
Goals  for  community are just if ied through social  policy 
research and moral  reasoning.  The cr i t ical  leap into act ion 
must  be made in  l ight  of  the real i t ies  of  the set t ing.  An 
accurate appraisal  of  formal and informal power within the 
community is  essential .  Young people need to observe govern­
mental  and service agencies in act ion and talk informally 
with actual  part icipants .  The feedback from these act ivi t ies  
sheds l ight  on how decision are made.  Like the junior  high 
school  s tudents  whose "Pedal  for  Peace" (Patr ick,  1970,  
pp.  63-68) was an informal bid for  power,  early adoles­
cents  need to be aware of  s t rategies for  influence,  that  
is ,  several  forms of  pol i t ical  pressure;  how to get  the 
at tent ion of the person(s)  having the swing vote in a 
balanced group and how to form coali t ions to get  a  
majori ty.  Learning of  the s tructure of  a  formal organiza­
t ion and the f low of authori ty is  s tandard classroom fare;  
judging the applicat ion of  the formal in the real i t ies  
of  functioning is  another  matter .  At the local  level ,  
process must  be understood,  e .g. ,  what  is  the source and 
distr ibution of revenue,  who makes the choice of  leaders,  
e i ther  appointed or  elected? For early adolescents  this  
can be accomplished by select ive t r ips into the community.  
Preparat ion for  these t r ips requires a concept  of  formal 
power.  For example,  who determines policy for  the schools ,  
land use,  and contracts  with the federal  government? 
By discussing current  news and reviewing the con­
sis tency of behavior  of  s ignif icant  leaders,  s tudents  can 
be prepared to observe and make some judgments on the 
act ions and react ions of  public  bodies such as  the school  
board,  the ci ty council ,  the Council  on Aging,  and the 
ever-powerful  county commission.  
The process of  confl ict  resolut ion contr ibutes to under­
standing the give and take of  poli t ics  at  work.  Preparat ion 
for  optimal  experiences in visi t ing policy-making bodies in 
the community can be faci l i tated by use of  s imulat ions in 
the classroom. One of  the potent  tools  made avai lable to 
social  s tudies teachers in the last  f i f teen years  is  simula­
t ions that  involve youngsters  in process.  Simulat ions can 
be eff icient  vehicles for  bridging the gap between concrete 
and abstract  thinking;  of  considering a number of  al terna­
t ives when making decisions.  Having experienced success and 
fai lures in simulated confl ict  resolut ion,  s tudents  can gain 
workable knowledge of  negotiat ion,  confrontat ion,  and compro­
mise .  They can then be ready to observe the nuances of  pub­
l ic  ut terances,  the confl ict ing demands upon,  and the complex 
behavior  of  public  representat ives.  
Competence through identi ty:  a sense of  self .  Guidance/  
Counsel ing,  a  second component  of  the proposed model ,  is  an 
educational  intervention for  encouraging a  sense of  self  
through del iberate and sequential  experiences for  the devel­
opment of  (a)  ego s trength and (b)  moral  reasoning.  I  have 
found that  nei ther  the Newmann nor the Mosher model  deal t  
adequately with the matter  of  development of  self  for  early 
adolescents .  Both models  were designed for  high school  
seniors ,  and one may assume that  late  adolescents  have for '  
the most  part  made the t ransi t ion from the extreme self-
centeredness of  early adolescence to the more l iberated 
posi t ion of  being capable of  engaging with the larger  
community.  N  
Observers and scholars  of  the early adolescent  s tage 
of  l i fe  recognize the crucial  nature of  the emerging self .  
The early adolescent  appraises self  in the mirror  of  con­
temporaries .  The hazards of  investment--suspension and 
r isk,  taking the leap to others  to communicate,  giving and 
receiving nurture as  described by Hampden-Turner--are the 
dai ly fare of  vulnerable early adolescents .  As Mosher 
suggests ,  counsel ing is  a vi tal  part  in  the confirmation 
of  self  and in the productive extension of  self  to others .  
In this  model  the ski l ls  of  the counselor  are joined with 
the ski l ls  of  the core teachers in a calculated effort  to 
continuously develop personal  confidence and competence 
in interact ions for  the s tudents .  In the fer t i le  set t ing 
of small  groups,  techniques of  self-appraisal  and group 
dynamics are explored so that  the early adolescent  begins 
to recognize self  in the l ight  of  feedback.  Always there 
is  the quest ion of  values.  A neutral  approach,  such as  
that  of  Values Clarif icat ion,  is  only an ini t ial  s tep 
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to help youth in the urgent  need of  developing ethical  
ideals  and establ ishing a personal  philosophy.  
This  model  moves on to the test ing of one 's  values 
within the parameters  of  moral  di lemmas.  The s tep from 
value-free analysis  of  behavior^to personal  commitment,  
arr ived at  by way of  moral  reasoning,  is  crucial ,  often 
taken with less  hesi tance by s tudents  than by teachers and 
counselors .  The give and take of  discussing substanti t ive 
matters ,  the dissonance of  experiencing moral  del iberat ion 
with those at  different  s tages of  moral  reasoning is  the 
generator  of  growth in moral  reasoning.  
Competence through effect ive communicat ion.  Closely 
related to the guidance/counsel ing component  ( that  may be 
seen as an inner explorat ion of self  in search of  covenant  
with others)  is  the third component  of  this  proposed model .  
Communicat ion is  an ongoing analysis  of  interact ion i l lus­
trated by the model  below from Newmann e t  a l .  (1977).  
Message 
Feedback 
The effect ive communicator  gives special  at tent ion to 
what  is  meant  to  be conveyed.  Whether verbal  or  nonverbal ,  
feedback from the receiver  gives the sender some basis  for  
appraising the effect iveness of  the message.  Habitual  
analysis  of  oneself  as  sender/receiver  and of  one 's  audi­
ence as  receiver/sender is  the price of  communicat ion compe-
i 
tence.  One must  be aware of  the variety and quali ty of  
perception and the emotional  effect  of  certain words on 
specif ic  receivers .  
The abi l i ty to recognize fal lacies in persuasion is  
essential ;  a  s tudy of  propaganda indispensable.  On the 
other  s ide of  the coin,  accurate analysis  of  the receiver 's  
perceptions and biases guides the sender in a judicious 
choice of  words and examples in pressing a point .  
In seeking the support  of  others ,  the effect ive commu­
nicator  wil l  be cognizant  of  the-emotional  as  well  as  intel­
lectual  interests  of  the receiver  and create messages,  both 
verbal  and nonverbal ,  to  win feel ings of  identif icat ion and 
enthusiasm. Being persuasive taxes the ski l ls  of  the com­
municator .  Each dimension of  advocacy involves act ive and 
analyt ical  l is tening,  a suspension and r isk-taking to com­
prehend the viewpoint  of  the other ,  competence in speech and 
a host  of  techniques used by the media.  The c irculari ty of  
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the model  suggests  the dynamics of  continuous modificat ion 
of  output  or  a sensi t ive response based on perception of  the 
s tyle and content  of  feedback.  A sensi t ivi ty to special  
clues in verbal  and nonverbal  communicat ion can improve 
one 's  perception of  another 's  frame of  reference.  
There is  a s trong correlat ion between competence in 
communicat ing and success in almost  any endeavor.  Perceived 
civic competence is  put  to  test  when at tempting to exert  
influence.  Civic competence is  confirmed by the abi l i ty to 
win support .  
Early adolescents  whose consciousness is  expanding from 
a safe and l imited environment to  a larger  world of  complex 
demands have great  need for  the dual  and interdependent  
ski l ls  of  communicat ion;  implici t ly,  the analysis  of  inter­
personal  perceptions and explici t ly,  the development of  an 
enriched vocabulary to put  to  use in reading,  wri t ing,  and 
speaking.  Early adolescents  may often verbal ize the legal-
poli t ical  process of  government before t ruly internal izing 
the process.  However,  the overal l  goal  of  c ivic competence 
is  dependent  on effect ive communicat ion.  The early adoles­
cent  may well  be content  with a fol lower/maintenance role 
while part icipat ing in civic affairs .  The fol lower/main­
tenance role being a condit ion for  community awareness,  i t  
also is  a preparatory phase for  successful ly exert ing in­
f luence,  a  more appropriate role for  late  adolescence and 
adulthood.  The mastery of  basic communicat ion ski l ls  and a 
developing confidence in interpersonal  dialogue,  as  well  as  
knowledge of  and some faci l i ty in using techniques of  public  
communicat ion,  are essential  to the act ive ci t izen.  
In this  age visual  media have become a r ich form of 
communicat ion.  Pictures can project  the essence of  an ex­
perience and even s tates  of being,  providing almost  total  
recal l .  Photography is  a powerful  tool ,  sending a message 
with accuracy not  possible for  the less  ar t iculate.  Stu­
dents  moving from the classroom into the community to  learn,  
to serve,  and hopefully to eventual ly influence,  may record 
those experiences on f i lm. A s l ide-sound presentat ion can 
be a  tangible outcome of  the learnings of  this  model .  A 
public  message may be produced by the group,  making use of  
the pictures taken of  s tudents  working at  v-arious tasks 
; 
within the community,  and the personal  journals ,  interviews,  
and a col lect ive summary of  s ignif icant  experiences.  Stu­
dents  part icipat ing in ci t izen act ion have the responsibi l­
i ty of  sharing their  work.  The public  should be informed 
of  s tudent  act ivi t ies  within the community.  The meri t  of  
those experiences may be judged by an audience that  may be 
100 
one or  a l l  of  the fol lowing:  contemporaries ,  parents ,  
groups of  educators ,  school  patrons,  service agencies,  or  
the community a t  large.  To place before a variety of  audi­
ences a summary of  projects  undertaken with just if icat ion 
for  choices tends to keep a group intel lectual ly honest .  
The message makes them accountable to the public  a t  large 
and also to the school  community and to themselves.  More­
over,  the ski l ls  required to create a message for  broad 
acceptance involve careful  analysis  of  experiences and ef­
fect ive use of  media,  both of  which are essential  to ad­
vocacy.  Civic competence is  enhanced by assembling and in­
terpret ing information on social  concerns for  which s tudent  
can,  and have made,  meaningful  contr ibutions.  Edit ing f i lm 
requires a  focus on the aims growing out  of  policy del ibera 
t ions.  Preparat ion of  the script  demands a  ref inement of  
wri t ten language;  the voices of  s tudents  being taped must  
enunciate with precision.  Even the choice of  background 
) 
music represents  a dimension of  nonverbal  communicat ion.  
The labor of  a  group in drawing upon a col lect ive experi­
ence to share with a large audience necessi tates  a level  of  
cooperat ion that  lends i tself  to civic competence.  The ex­
perience of  sharing this  collect ive message with a selected 
audience can give s tudents  an opportunity of  judging whethe 
the communicat ion is  on target .  
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Early adolescents  for  the most  part  are cognit ively at  
the concrete s tage of  operat ions,  which presents  substanti-
t ive obstacles to deal ing with the complexit ies  of  public  
issues.  For example,  the early adolescent  most  of ten views 
controversy in the community as  interpersonal  warfare;  i t  
isn ' t  pleasant  or  "nice" to be involved in controversy.  
Furthermore,  i f  one is  caught  up in confl ict ,  compromise may 
be seen by the early adolescent  as  a  surrender of  integri ty 
rather  than a legi t imate means of  confl ict  resolut ion.  
Developmental ly,  the early adolescent  is  just  beginning 
to .comprehend the tasks with which one must  s t r ive to at tain 
the identi ty of  a  t ruly integrated being.  A grat ifying ma­
turi ty is  not  at tained by those f ixated in egocentr ism, who 
may mask the s tate  by cynicism, but  only by those whose wil l ­
ful  encounters  with others  leads to synergy that  is  the 
basis  for  social  responsibi l i ty.  To the developing cogni­
t ive structure of  the early adolescent  as  well  as  his  af-
t 
fect ive growth,  c ivic education as proposed by this  model  
can be a  potent  medium. 
Competence through involvement :  act ion within the 
environment.  A fourth component  of  the proposed model  for  
early adolescents  offers  community act ion for  s tudents  
based on their  concept  of  what  needs to be done and their  
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competence in doing something about  i t .  Youngsters  typi­
cal ly lack the intel lectual  maturi ty and knowledge of  
pol i t ical  processes to relate  to and invest  in controver­
s ial  social  act ion projects .  Leadership/change roles are 
usually beyond the competence of  early adolescents .  How­
ever,  work within exist ing community agencies may enhance 
the concepts  of  formal and informal processes.  Volunteer  
service with community agencies may a lso promote an aware­
ness of  community resources or  lack of  resources.  
A cri t ical  point  for  intervention by the schools  is  
aff irmed at  this  junction.  Community as  a  geographic place 
or  community l imited to the primary contacts  of  Gemeinschaft  
i s ,  in this  decade,  no longer adequate.  A new perspect ive 
and commitment to  mutual  concerns of  an enlarged community 
is  imperat ive for  twentieth century people.  For early ado­
lescents ,  sense of  community is  nebulous,  with fragmentat ion 
the rule rather  than the exception.  In 1977,  a  common s i tu­
at ion is  that  the emerging adolescent  at tends a large junior  
high school  whose s tudents  may~come from such diverse resi­
dential  areas as the inner c i ty,  the suburbs,  and farm 
country.  Spending the greater  part  of  the work day in the 
mil ieu of  such diversi ty,  i t  is  axiomatic that  the early 
adolescent  experiences isolat ion,  al ienat ion,  and confusion.  
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The cr i ter ia  for  community as  defined by Oliver  and Newmann 
(1972) are not  easi ly comprehended by early adolescents .  
Oliver  and Newmann say that  a community is  a group:  
1 .  in which membership is  valued as an end in i tself ,  
not  merely as  a  means to  other  ends,  
2 .  that  concerns i tself  with many and s ignif icant  as­
pects  of  l ives of  members,  
3 .  that  al lows for  competing fact ions,  
4 .  whose members share commitment to  common purpose 
and to procedures for  confl ict  within the group,  
5 .  whose members share responsibi l i ty for  the act ions 
of  the group,  
6 .  whose members have enduring and extensive personal  
contact  with each other  (p.  208).  
The necessi ty for  moving beyond the classroom into the 
laboratory of  the larger  community becomes evident  as  the 
idea of  mutual  concerns is  explored.  Most  service agencies 
are continuously in need of  funds and volunteers .  Art icu­
lat ing this  need to young people can often bring a posi t ive 
\ i 
response.  The educator  hopes for  an appropriate investment 
that  wil l  enhance the civic competence of  every individual  
in the group.  Though service is  laudable as  ethical ly en­
r iching,  i t  is  knowledge of  resources and processes as  well  
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as one 's  abi l i ty to have impact  on the environment that  
makes this  act ivi ty educationally just if iable.  The choice 
of  group investment is  crucial .  If  each individual  be-
l ieves that  his/her  personal  "agenda" is  responded to by 
the group choice,  then commitment to  a common goal  for  
wider community is  possible.  
Newmann's  environmental  competence t ranslates into 
Almond and Yerba 's  "ci t izen competence" when the individual  
plays an influential  role in the formation of  general  
policy.  At one extreme is  the social  act ion of  The Children 
of .Soweto leading and forcing their  elders  into confronta­
t ion with an intransigent  rul ing minori ty.  In a s table 
democrat ic  environment,  early adolescents  bear  al legiance 
to the system (Hess and Torney,  1967) and are incl ined to 
act ion support ive of  that  system. 
With s trengths of  early adolescents  being (a)  a  com­
pulsion to be act ive and (b)  to be competent ,  the role of  
s ignif icant  adults  is  that  of  guidance toward al ternat ives 
that  are feasible by way of  t ime,  distance,  cost ,  and 
cooperat ing community agencies.  Youth discovers the value 
of  a l lying themselves with already functioning organizat ions 
within the community.  Rarely would they form a separate 
and viable organizat ion for  community act ion.  Acquaintance 
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with the resources of  community agencies is  no small  thing,  
and a  new dimension of  communicat ion evolves from youth 
working with leaders and cl ients  of  various community 
agencies.  Action in the selected project  has different  
meanings for  different  part icipants .  The personal  journal  
can ref lect  one area of  evaluat ion.  Regular  seminars may 
al low for  col lect ive response,  a  second look at  the choice,  
and judgment on the val idi ty of  the investment.  Responsible 
involvement fol lows this  pat tern of  Newmann's:  
Awareness 
Reflect ion Deliberat ion 
Action 
Growth can be visual ized as a spiral  of  act ive and 
sensi t ive educational  experiences,  each revolut ion elevating 
the individual  or  group to a higher plane of  c ivic 
competence.  
This  component  differs  from that  of  Newmann and Masher,  
in  that  in accepting the l imitat ions of  early adolescents ,  
i t  also seeks to build on the s trengths of  that  age.  Con­
sidering the emerging*adolescent 's  aff ini ty for  peer  
approval  and the gang phenomena,  volunteer  work is  proposed 
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for  small  groups rather  than for  individuals .  Youngsters  
can be bouyed up by peer  support  to  increased levels  of  
effort  and competence.  Often lacking at  this  stage of  
\ 
development is  the motivat ion to persis t  with a task in 
isolat ion that  may press the margins of  one 's  competence.  
The early adolescent  with l imited experiences may be amen­
able to group choice of  volunteer  service,  because the 
potential  for  sat isfact ion in community service is  magnified 
by col lect ive act ion.  
Summary 
This  chapter  has deal t  with a descript ion and analysis  
of  three developmental  models  for  personal  growth and re­
sponsibi l i ty that  have a  s trong bearing on a model  for  civic 
education.  The proposed model  is  an extension to the age of  
early adolescence of  the Newmann model  for  ci t izen act ion 
education.  As a  resul t  of  Newmann's  work with high school  
s tudents ,  he suggests  an agenda for  developing a curr iculum 
of act ive ci t izen education.  His intent  is  that  the model  
can be applied to other  set t ings and diverse groups of  
adolescents  to appraise the val idi ty of  the model .  
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My choice has been to apply the model  to  early 
adolescents .  Limitat ions of  the Newmann model  lead me to  
borrow from the theories of  Mosher and Hampden-Turner,  
whose reasoning has been s trongly influential .  Newmann 
acknowledges the need for  resolving psycho-social  concerns 
before becoming involved in at tempts to influence public  
issues,  but  he has no adequate prescript ion for  meeting 
that  vi tal  need.  
I  turned f i rs t  to the sensi t ive and compell ing model  
of  Charles Hampden-Turner that  routes the synergest ic  
psycho-social  growth of  individuals  through interact ion.  
I  found Mosher 's  curr iculum in moral  education for  adoles­
cents  a  working extension of  that  model ,  with pract ical  
ideas for  implementat ion within the schools .  
Civic competence is  essential  for  integrated modern 
man.  The Atlantic  community,  as  defined in Chapter  I ,  is  
dependent  on poli t ical  social izat ion that  t ransmits  to each 
generat ion (a)  knowledge of  the history of the development 
of  democrat ic  ideals  in a civic cul ture,  (b)  favorable 
at t i tudes toward the system, and (c)  the wil l  to become 
involved in issues deemed s ignif icant  by the individual .  
Tradit ional  civic education has deal t  with transmission of  
\ 
the cul ture academically.  We are indebted to the 
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curriculum development and applied research of  Fred Newmann 
in defining civic competence.  Newmann has created an agenda 
for  an act ive ci t izen education curriculum with broad appli­
cat ion.  I  have been inspired by the bri l l iance and boldness 
of  his  agenda and have modified and buil t  on i t  for  early 
adolescents .  
This  proposed model  focuses on community awareness,  a  
searching into the real i t ies  of policy making of  public  
matters  a t  the local  level .  Confl ict  is  not  regarded as  
regret table,  but  as  an unavoidable real i ty and,  in deal ing 
with i t ,  an opportunity for  personal  growth.  Emphasis  is  
given to the process of  confl ict  resolut ion.  This  model  
rel ies  on the process of  developing self-esteem through 
honest  and courageous investment of  self  with others  as  
theorized by Hampden-Turner and pract iced by Mosher.  
Communicat ion is  a vi tal  l ink in developing personal  and 
civic competence.  The mult  idimensions of  communicat ion are 
prescribed and explored with early adolescents .  Test ing of  
environmental  competence is  accomplished by the pedagogical  
vehicle of  volunteer  community service.  Feedback from 
community involvement provides the individual  with a means 
for  appraising his  competence.  Hopefully a  more ref ined 
view of  one 's  environment and heightened sense of  personal  
competence wil l  resul t  from the investment.  
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CHAPTER IV 
APPLICATION OF THE MODEL 
Rationale for  the Model  
This  chapter  relates  two applicat ions of  the proposed 
model  of  act ive ci t izen education for  early adolescents .  
A pi lot  s tudy of  eight  weeks gave insight  "into the part icu­
lar  advantages and disadvantages in applying the model  in  
a  public  school  set t ing.  This  pi lot  s tudy helped to form 
the basis  of  a  larger ,  more developed "case s tudy" based 
on the model .  The model  is  developmental  in  approach,  
assuming that  progression in meeting the cognit ive,  philo­
sophic,  and psycho-social  demands of  early adolescents  is  
imperat ive to the development of  personal  competencies and 
poli t ical  awareness,  which in turn are essential  to ef­
fect ive civic part icipat ion.  The aim of  this  study is  to 
determine the effect iveness of  the proposed model  in  
fostering a sense of  personal  and civic eff icacy in early 
adolescents .  
The pressing physical ,  intel lectual ,  and emotional  
demands of  early adolescence dictate a resolut ion to the 
search for  identi ty.  The integrated and social ly respon­
sible adult  is  not  only aware of ,  but  also a wil l ing 
part icipant  in community l i fe .  If  man inherently seeks to 
have an effect  on the environment,  and I  bel ieve that  he 
does,  then he needs the personal  confidence and the civic 
competence to interact  effect ively with his  environment.  
The sense of  eff icacy comes not  from what  is  done to_ or  for  
a person,  but  what  he does for  himself /herself .  Accordingly,  
the proposed model  represents  four major components:  
For the early adolescent ,  (1)  Community Awareness is  
faci l i tated by f i rs t  hand observat ion of  local  agencies a t  
work in the community and by some comprehension of  the 
process of  confl ict  resolut ion.  Closely related to commu­
ni ty awareness is  the component  of  (2)  Communicat ion.  
Effect ive communicat ion in ci t izen education evolves from 
che t radi t ional  l i teracy ski l ls  and further  embraces the 
proficient  use of  visual  and audio media.  Over and above 
the ski l ls  just  mentioned are the more sophist icated ski l ls  
of  analysis  of  persuasive techniques,  both as  receiver  and 
sender.  The development of  personal  competence resul ts  from 
a sat isfying (3)  SeIf- identi ty,  sat isfying because one 's  
identi ty is  confirmed through interact ion with others .  
Analysis  of  motives (one 's  own and that  of  others)  develops 
judgment and the potential  for  being a moral  agent .  
Final ly,  (4)  Involvement in the l i fe  of  one 's  community is  
the l inkage of  ought  to  is .  Part icularly for  early ado­
lescents ,  involvement is  the t r ial  of matching civic com­
petencies with community needs.  
Basical ly,  the model  assumes that  an early adolescent  
needs to have appropriate experiences as  part  of  a  c i t izen­
ship education that  al lows people to  be act ive and ef­
fect ive.  Early adolescents  need to have special  at tent ion 
and a  sense of  personal  competence.  I t  was to  assure that  
these young people develop ski l ls  and insights  which pro­
vide a basis  for  later  development that  the model  was 
conceived and that  I  chose to apply the spir i t  of  the model  
in  a pi lot  s tudy,  and later  a case s tudy in a junior  high 
school .  
I t  was ray hope that  my research would help clar ify 
the fol lowing quest ions:  
1 .  Do early adolescents  feel  that  they have the com­
petence to make meaningful  contr ibution to community l i fe? 
Do they feel  they can influence the system? Do they have 
the tolerance to accept  modified goals? 
2.  Do nurturing act ivi t ies  promote growth in moral  
reasoning and ego strength? Does contact  between adults  
and s tudents  in community work reduce al ienat ion? 
3.  What can communit ies  do to encourage meaningful  
social  and poli t ical  part icipat ion on the part  of  youth? 
What i s  the relat ionship of  public  and private agencies and 
the school  in developing ci t izen education? What relat ion­
ship wil l  develop between s tudents  and leaders of  agencies,  
and the recipients  of  help? 
4.  How wil l  s tudents  interpret  informal channels  of  
power in  local  agencies? 
5.  What i s  the role of  the teacher—the curriculum 
coordinator-- in l inking the school  with private and public  
agencies? Shall  only s tudents  who volunteer  for  ci t izen 
course be included? How is  the feasibi l i ty of social  
act ion project  determined? By s tudents  or  by s tudent-
teacher ? 
Choice of  Si te  and Format 
The choice of  Ramsay Junior  High School  (Ramsay) for  
both the pi lot  and the case study was largely made because 
of  the openness of  the administrat ion to curriculum inno­
vat ions and the feasibi l i ty of  working in my home school .  
The names of  a l l  people ( the teacher,  the counselor ,  the 
principal ,  s tudents ,  observers ,  and older  people receiving 
help from the s tudents)  and places ( the school  and hospital)  
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are f ict i t ious.  The educators  contr ibuting to this  study 
have read this  account ,  have aff irmed i ts  veraci ty,  and 
have given their  permission to describe their  part icipat ion 
in the pi lot  and case s tudies.  I  have worked a t  Ramsay in 
several  capacit ies  over the last  twelve years  and have a  
genial  relat ionship with the s tudents ,  s taff ,  and patrons 
of  the school .  The mutual  t rust  buil t  up over a  span of  
t ime seemed l ikely to assure a casual  acceptance of  the 
intervention of the case s tudy.  The principal  and I  fel t  
that  there would be no apprehension about  a  modified 
curr iculum and numerous off-campus act ivi t ies  of  the pi lot  
and case s tudy.  Ramsay is  a junior  high school  giving 
favorable access to early adolescents ,  for  whom the model  
was designed.  The s tudent  populace is  heterogeneous and 
integrated.  The enrol lment  is  approximately 900,  near  
average for  a  metropoli tan junior  high school  in North 
Carolina.  The black and white s tudents  come from famil ies  
of  low to middle socio-economic s tatus,  from inner c i ty,  
suburban,and rural  residential  areas.  Ramsay has had an 
integrated s taff  and s tudent  body s ince 1965.  I t  is  my 
judgment that  the set t ing lent  i tself  to a typical  middle 
school  atmosphere for  a case s tudy.  The school  has 
experienced some s tress  due to busing and the reassignment 
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of s tudents;  however,  a t  the t ime of  the study the school  
was going about  i ts  business with no unusual  problems.  
Arrangements a t  Ramsay were conducive to condit ions 
approaching the ideal  for  the s tudy.  A Language Arts-
Social  Studies class  of  2k  eighth grade s tudents  presented 
no disadvantages for  scheduling small  group counsel ing 
sessions,  large and small  group simulat ion sessions,  and 
effect ive teams for  volunteer  service act ivi t ies .  The 
class  met for  two periods a day,  8:00 to 9:54,  f ive days 
per  week.  The average intel lectual  abi l i ty of the group 
was somewhat low, but  except  for  some diff icul ty or  reluc­
tance in analyzing techniques of  propaganda,  this  s l ightly 
l imited academic abi l i ty presented no problems.  The 
teacher,  Mr.  Gordon,  fol lows the curriculum recommended by 
the school  dis tr ict ,  that  is ,  American History from the 
explorat ion of  the New World up to and through the War 
between the States.  Mr.  Gordon is  a history major and 
feels  competent  in  the subject  area.  The switch from 
American History to Active Cit izen Education during the 
case study posed no problems of  insecuri ty for  Mr.  Gordon.  
The focus on the developing individual  gaining confidence 
in communicat ion,  in  deal ing with community agencies and 
elderly ci t izens in part icular ,  was comfortably accommodated 
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by Mr.  Gordon;  he had made use of  s imulat ions in the past  
and was a t  ease with that  medium. 
Mr.  Holmes,  the guidance counselor ,  whose counsel ing 
s tyle is  intensive work with individuals  and very small  
groups,  was interested in the guidance/counsel ing com­
ponent  for  the development of  self- identi ty of the model .  
He had not  worked with an ent ire  class  or  large group 
enough in recent  years  to be total ly comfortable ini t ial ly 
with his  role in the study.  The concepts  of  Transact ional  
Analysis  appeared to him somewhat sophist icated for  eighth 
graders,  even though the format for  presentat ion to early 
adolescents  had been modified great ly by Phil l ips and 
Cordell  (1975).  Nevertheless,  Mr.  Holmes fai thful ly pre­
pared and cautiously presented the essentials  of  Trans­
act ional  Analysis ,  whose theme and t i t le  was "Am I  O.K.?" 
With his  concern for  a thorough rather  than casual  presen­
tat ion of concepts  of  roles,  s trokes,  interact ions,  and 
interpretat ions,  there rarely was t ime in the weekly 
counsel ing sessions to al low for  s tudents  to demonstrate 
their  understanding of  T.A. by i l lustrat ing roles through 
interact ions.  Ideal ly there would have been suff icient  
t ime for  small  group interact ion,  the concept  summarized 
la ter ,  with the ent ire  class  observing the interpretat ions 
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of fel low students;  but  rarely was there t ime for  adequate 
fol low-up act ivi t ies .  
Several  volunteer  community service projects  were 
submitted as  al ternat ives to the class .  Every s tudent  
chose to part icipate in volunteer  service.  Fortunately,  
the project  chosen by the majori ty of  s tudents ,  helping 
elderly people get  houses and yards ready for  summer,  was 
feasible.  Several  s tudents  were interested in working at  
Hampton Hospital ,  being companions to elderly pat ients .  
This  choice was not  feasible for  the case s tudy,  because 
the t ime students  were avai lable (8:00 to 9:45) was not  
compatible to the hospital  schedule.  
Lack of  t ime to more ful ly explore each of  the com­
ponents  of  the model  was the most  l imit ing of  factors .  
The s tudents  had a ful l  schedule a t  school  and could devote 
to the case study only one hour and forty-f ive minutes of  
each day.  With a  number of  act ivi t ies  off  campus,  there 
was pressure to work quickly.  This ,  in pract ice,  may have 
been more advantageous than disadvantageous,  as  there was 
no temptat ion to loi ter .  I t  was f rustrat ing to have to 
leave public  meetings of  community agencies early,  when 
interest  was high.  However,  a  commitment had been made to  
keep the case study within the two-period Language Arts-
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Social  Studies class ,  and at  no t ime was the class  late  for  
other  classes.  Addit ional  t ime would have al lowed for  more 
interact ion between s tudents  and the elderly people served.  
As i t  was,  s tudents  organized the work to be done,  secured 
tools  for  the tasks,  and complet ing the work,  returned 
tools  (some borrowed).  Meantime,  there was some inter­
act ion between s tudents  and the elderly people;  yet  t ime 
did not  al low for  in-depth conversat ion.  
In summary,  for  the brief  span of  t ime in which the 
case study was applied in the spir i t  of  the model ,  no 
unusual  nor unfortunate events  occurred to impair  the t rue 
test ing of the model  in  a "real"  set t ing.  
The Pi lot  Study:  Project  Explorer  
Arrangements were made early in September of  1976 for  
a  pi lot  s tudy at  Ramsay Junior  High School  in a large 
metropoli tan system of North Carolina.  The principal ,  
Mr.  Harry Dane,  knowing my famil iar i ty with school  policies ,  
routines,  s taff  and patrons was warmly support ive of  this  
intervention.  I t  was agreed that  I  could select  from a '  
group of  volunteers  15-18 students  who would meet  with me 
two periods every Friday for  one semester  to  part icipate 
in the pi lot  s tudy of  my proposed model  for  act ive ci t izen 
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education.  The basis  for  select ion was made on the fol­
lowing priori t ies:  (a)  desire of  the s tudents  to part ici­
pate,  (b)  recommendation of  the s tudent 's  teachers that  
he/she be released from class each Friday for  18 weeks,  
(c)  approval  of  parents  for  the student  to part icipate,  and 
(d)  my choice of  those meeting the f i rs t  three requirements.  
My own s trong feel ing is  that  Ramsay is  characterized 
by high student  morale.  A wide variety of  extracurricular  
act ivi t ies  contr ibutes to this  morale.  Among the most  
popular  of  extracurricular  act ivi t ies  is  Project  Aries,  a  
volunteer  service organizat ion whose focus is  brotherhood.  
So popular  is  Project  Aries (270 applicants  for  membership 
in a school  of  900 students)  that  in 1976 membership had to 
be l imited to 60,  a  workable group.  To be fair ,  a l l  names 
were placed in a  lot tery;  60 names were drawn. 
I  wanted to  learn as rapidly as possible how early 
adolescents  adapt  to  volunteer  service in the community.  
Students  desir ing membership in Project  Aries appeared to 
be at t ract ive candidates for  my pi lot  s tudy.  The guidance 
counselor ,  who sponsors Project  Aries,  made avai lable to 
me the l is t  of  210 disappointed s tudents .  To narrow this  
number to  a workable 15-18 for  the pi lot  s tudy,  I  chose to 
make the offer  only to eighth grade s tudents .  The s tudents  
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were racial ly and academically integrated.  My interest  
was in choosing outgoing students  with good at tendance 
records,  for  a once-a-week act ivi ty.  
On September 10,  I  met with approximately 60 eighth 
grade s tudents  and explained the purpose and schedule for  
the pi lot  s tudy.  All  of  them accepted a tentat ive schedule 
and parent  consent  form. Select ion of a  workable group 
proved to be no problem. Some withdrew when the schedule 
confl icted with Algebra,  others  were not  recommended by 
their  teachers.  Eighteen students  were chosen and re­
mained with the group throughout  the s tudy.  Most  of  the 
s tudents  knew each other  and were compatible.  There were 
3 white gir ls ,  9 black gir ls ,  and 6 black boys.  Academic 
abi l i ty ranged from E.M.R. (educable mental ly retarded) to 
T.D. ( talent  development)  s tudents .  What they had in 
common was a  spir i t  of  reaching out  to  touch and enjoy 
others .  
Emphasis  in  the pi lot  s tudy was given to community 
awareness and volunteer  service.  I  was confident  that  
developing the model  components  of  guidance and communi­
cat ion would offer  no unusual  diff icul ty in the case s tudy.  
Coordinat ing the work of  the s tudents  with various govern­
mental  bodies and community agencies was an untr ied 
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challenge for  me.  I  needed to learn how s tudents  would 
respond to the opportunity to enlarge their  "sense of  
community";  a lso,  I  needed to know what  community agencies 
could provide experiences for  early adolescents  that  made 
maximum use of  competencies already possessed and at  the 
same t ime broadened their  perspect ive of  the formal and 
informal processes for  del ivering services in the community.  
The group had the choice of  several  community service 
act ivi t ies .  The Sierra Club would sponsor and outf i t  the 
group for  a l i t ter  survey.  Both poli t ical  part ies  welcomed 
early adolescents  for  cler ical  work at  headquarters .  
Republicans offered the chance to go canvassing with candi­
dates.  The school 's  nature t rai l  was in need of  t ree and 
shrub label ing.  A neighboring elementary school  offered 
the opportunity to tutor  young chi ldren.  A county hospital  
for  the elderly encouraged s tudents  to be companions to  
pat ients .  The local  Council  on Aging would supply names of  
elderly in need of  house and garden winterizing.  With one 
adult ,  and one bus,  i t  was necessary to work as  a group.  
As opportunit ies  developed,  a  vote was taken.  I  did not  
at tempt to influence the decisions.  The group was small  
enough to discuss the meri ts  of  an act ivi ty and reach a 
consensus.  
Of the seven off-campus act ivi t ies  chosen for  the 
pi lot  s tudy,  one was a  consciousness-raising act ivi ty 
( joining a poli t ical ly oriented group in greet ing Mrs.  
Walter  Mondale for  a press conference at  the airport) ;  
two were service to the homes of  elderly people to prepare 
house and yard for  winter;  two were work a t  Democrat ic  
Headquarters  on a number of  c ler ical  tasks;  and two were 
a t  Hampton Hospital  to  be companions to  elderly pat ients .  
Leaving campus for  any reason is  a lark to early 
adolescents .  Spir i ts  were always high as  I  drove them 
away on the bus.  I  had already prepared them for  the task 
at  hand--what  was expected of  them and how the task con­
tr ibuted to community l i fe .  There was no awkwardness in  
get t ing acquainted or  hesi tancy in set t l ing who would do 
what  task.  With total  t ime away from school  l imited to 
less  than two hours,  there simply was no t ime to 
del iberate.  
The house and yard work t r ips were characterized by 
pair ing of s tudents  for  tasks;  e .g. ,  one raked leaves,  one 
bagged leaves.  I  joined in the tasks:  holding ladders 
for  gutter  cleaners,  moving a hose,  and gathering up leaf  
bags.  Tasks were never assigned.  Often there were not  
enough tools  for  everyone,  so sharing was necessary with 
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some s tudents  using ini t iat ive for  speeding up the com­
plet ion of  the job.  All  s tudents  knew how to use several  
tools .  All  jobs were completed on t ime.  The s tudents  
were courteous,  conveying to the elderly their  desire to 
do what  needed to be done,  and to do i t  in the manner 
expected.  Mr.  Hayden,  a  widower,  and Mr.  and Mrs.  Sanders 
responded posi t ively to the respectful  demeanor of  the 
s tudents .  
In October,  before the general  elect ions in November,  
the s tudents  chose to work a t  the Democrat ic  Headquarters  
without  a  dissenting vote.  Headquarters  occupied one f loor 
of  an off ice building.  The party s taff  was prepared with 
a  number of  c ler ical  tasks for  the s tudents .  I t  was a  
matter  of :  "you three come with me to  sort  mail ;  you four 
help me make l is ts  from these telephone response cards;  
you four can cl ip news s tories  and edi torials ;  and you four 
can s tuff  envelopes."  The tasks were appropriate,  real ly 
needed to be done,  and were well  executed.  The party 
s taff  urged the students  to return for  a second t ime.  I t  
was arranged ,  a repeat  performance with mutual  good 
feel ing.  While working,  the s tudents  met the Democrat ic  
candidate for  U.S.  Representat ive and also Mrs.  Gladys 
Ti l let t ,  former Representat ive to the United Nations and 
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also former Democrat ic  nat ional  committeewoman from North 
Carolina.  These were l ively encounters;  as  I  observed,  
old heads in poli t ical  part ies  are eager to project  an 
enlightened image to potential  voters ,  and early adoles­
cents  l ike to meet  actors  on the poli t ical  s tage and get  
a  sense of  the act ion.  
I  was apprehensive about  the group's  choice to go to 
Hampton Hospital .  To work at  house and yard tasks (at  
which s tudents  were competent)  for  the ambulant  e lderly 
required no great  adaptat ion,  in my opinion.  However,  to  
be- companionable to  the immobile and frequently speech-
handicapped s troke vict ims at  Hampton Hospital  required 
other  ski l ls ,  at t i tudes,  and great  sensi t ivi ty.  I  viewed 
this  venture as  quite  r isky,  but  supported their  decision 
by preparing them as best  I  knew for  the experience.  
Some s tudents  brought  f rui t ,  candy,  games,  and f lowers 
for  their  new fr iends.  The group was ushered into an 
at t ract ive hobby room with a dozen elderly people s i t t ing 
in wheelchairs  in  a c ircle .  After  a  brief  hush of  smiles,  
the s tudents  moved into the circle  and introduced them­
selves.  Spontaneously i t  became a one-on-one social  
gathering.  Some f ive students  did not  have a  pat ient  a l l  
to themselves.  The hospital  hostess offered the f ive a 
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chance to visi t  with bedridden pat ients .  They accepted.  
I  later  learned that  the s tudents  decided to stay together ,  
introduce themselves,  chat  a  bi t ,  and offer  to s ing.  I t  
was an appropriate choice.  The elderly pat ients  talked,  
thanked the s tudents  for  coming,  and some joined the s tu­
dents  in s inging.  Back in the hobby room, s tudents  helped 
with craft  projects  or  joined in working intr icate picture 
puzzles,  while others  made small  ta lk,  and a few sat  
quiet ly with persons unable to talk.  
When we s tepped out  of  the hospital ,  a l l  18 s tudents  
burst  into animated nonstop talk.  I t  is  possible they 
also had approached this  service with some misgivings.  
That  i t  had gone well  and that  each could claim a budding 
competence in communicat ing with and nurturing the elderly,  
may account  for  the explosive exhuberance displayed on the 
return t r ip to school .  With no t ime to spare,  on the bus,  
the group had to decide on the next  week's  act ivi ty.  
Quickly and unanimously the vote was to  return to Hampton 
Hospital .  One s tudent  said that  in a conversat ion-with 
the school  secretary,  he learned that  Bingo part ies  were 
popular  with elderly pat ients .  Perhaps,  he suggested,  
Bingo would be a  good act ivi ty for  next  Friday.  His idea 
was accepted,  and they decided to bring candy,  f rui t ,  and 
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puzzles for  prizes.  I  agreed to contr ibute some quarters ,  
which the school  secretary said was a  favored prize.  
The Bingo party the fol lowing week a t  Hampton Hospital  
was successful .  I t  was also our last  t ime to meet  except  
for  evaluat ion.  The return t r ip to school  was,  in  com­
parison to the previous week,  markedly somber.  
In Newmann e t  a l . ' s  Skil ls  in Cit izen Action (1977),  
a  public  message course is  described.  The course is  an 
outgrowth of  s tudies in curriculum development in the public  
schools  of  Madison,  Wisconsin.  I  had read of  the creat ion 
of  a  public  message in a proposal  Newmann wrote early in 
1976 and determined to include that  idea in my pi lot  s tudy.  
Newmann proposed that  s tudents  in an act ive ci t izen edu­
cat ion course should demonstrate their  competence in 
communicat ing to a large audience by making use of  some 
media other  than wri t ing.  With s t i l l  and movie cameras 
and with audio recorders,  the students  were to  document 
their  act ivi t ies .  Then using the talents  of  the part ici­
pants ,  they would wri te  a scr ipt  and produce a "Public  
Message" about  their  experiences.  The message has two 
major functions:  One is  to have pract ice in documenting 
act ivi t ies  and synthesizing material  for  an ar t iculate 
message,  and the second function is  to provide a way for  
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students  to be accountable for  the quali ty of  the experi­
ence to the broader community.  The message can give edu­
cators ,  parents ,  and the public  the depth and magnitude of  
the experience from the s tudents '  eye view. 
From the f i rs t  meeting the s tudents  began taking 
pictures of  act ivi t ies  with my 35MM camera.  The processed 
s l ides were soon viewed with excitement.  The quali ty of  
the s l ides varied from fair  to excel lent .  I t  was well  into 
the second semester  before the s l ides could be edi ted and 
a scr ipt  wri t ten for  presentat ion.  After  several  re­
hearsals  the group recorded the audio.  To convey the 
spir i t  of  Project  Explorer ,  i t  was fel t  that  l ively con­
temporary music should be included on the sound port ion.  
Ramsay's  Green Notes,  a  select  brass and s tr ing group,  
provided the music.  Some technical  help from the Media 
Production Center  was accepted for  synchronizing the sound.  
The group was well  pleased with their  public  message.  
I t  was f i rs t  shown to a combined group of  parents  and 
s tudent  leaders and was warmly received.  Project  Explorer  
s tudents  fel t  as  i f  they had done well .  The pictures were 
clear  and bright ,  the camera te l l ing more than the s tu­
dents  might  about  their  act ivi t ies .  The audience appeared 
to enjoy the simple and low-key narrat ion,  part icularly 
127 
because i t  was done with the voices of  the part icipants .  
The up-beat  sound of  talented early adolescents  lent  
authentici ty to the message.  Later  the students  were a t  
•? 
l iberty to show the public  message of  Project  Explorer  to  
other  s tudents  in their  Language Arts  and Social  Studies 
classrooms.  All  avai led themselves of  the privi lege.  One 
may assume that  the reasons for  the enthusiast ic  acceptance 
of  this  public  message l ie  in i ts  being a s tudent  pro­
duction.  Technical ly i t  was what  one might  expect  of  
early adolescents .  Some poor pictures and bad sounds were 
used to i l lustrate  how the s tudents  learned to use media.  
The high spir i ts  that  characterized these weekly meetings 
came through with verve.  
All  in a l l ,  the pi lot  s tudy was an interest ing and 
exci t ing experience for  me.  My enthusiasm for  the Friday 
sessions matched that  of  the youngsters .  They eagerly 
accepted each new task and were not  hesi tant  in giving 
feedback.  Because of  this  mutual  input  and involvement,  
I  gleaned the fol lowing:  
1 .  Early adolescents  could feel  secure in working 
with a peer  group,  and at  least  this  group could at tempt 
tasks they might  avoid i f  done in isolat ion.  
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2.  Early adolescents  are capable of  making choices 
that  involve some r isk.  
3.  Early adolescents  seem to l ike to test  their  com­
petencies in community tasks.  
4 .  Early adolescents  appear eager to do work that  
needs to be done.  
5 .  A number of  community agencies have job oppor­
tunit ies  for  early adolescent  volunteers ,  i f  a responsible 
school  person coordinates the act ivi ty and provides t rans-
portat  ion.  
6 .  The coordinat ing educator 's  task is  to establish 
t rust  through defining needs and expectat ions and by 
ar t iculat ing the educational  object ives of  the project  and 
the competencies of  the s tudent .  
7 .  A community project  that  is  sat isfying to early 
adolescents  creates excitement in a junior  high school  and 
a  clamor for  membership in the act ive ci t izen education 
group.  
The overal l  posi t ive real izat ion of  Project  Explorer  
(a  name the s tudents  chose)  was possibly due to a number 
of  factors .  First ,  i t  was an a l l  volunteer  group,  not  
randomly selected,  but  from a group desir ing to be act ive 
in a s tudent  organizat ion dedicated to Brotherhood.  
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Second,  being a once-a-week act ivi ty,  there was l i t t le  
chance of  the work becoming hum-drum; the group met on 
Friday (T.G.I .F.) ,  the last  two periods of  the day when 
early adolescents  (and others)  are eager to break away 
from routine.  Third,  the students  were f ree to make a  
choice of  service among several  al ternat ives,  and once on 
s i te  were not  assigned tasks by an overseer ,  but  worked 
out  assignments among themselves.  Also the tasks were 
appropriate--no one fai led.  Fourth,  i t  was a  small  group 
so that  no one was excluded and a spir i t  of  camaraderie 
developed.  Fif th,  as  coordinator  and at  this  t ime a ful l-
t ime s tudent ,  I  had suff icient  t ime to contact  community 
agencies and to anticipate and el iminate diff icul t ies  that  
might  develop between early adolescents  and community 
agencies and their  cl ients .  
The Case Study 
The purpose of  the pi lot  s tudy was to  acquaint  this  
researcher with the advantages and disadvantages of  t rying 
to develop a sense of  community with a group of  early 
adolescents  with a minimum of  formal instruct ion.  Many 
of  the act ivi t ies  were off  campus.  The s tudents ,  having 
made a  choice for  community service,  had to adapt  quickly,  
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on s i te ,  to the demands of  immediate tasks.  The at t i tude 
of  people in community agencies toward having a s izeable 
group of  early adolescents  perform volunteer  service was 
an unknown. My hope was the the enthusiasm and good wil l  
of  the pi lot  group would win over adults  who might  be 
expected to have some reservat ion about  the feasibi l i ty of  
such a group to render real  service.  
The pi lot  s tudy encouraged me in  the notion I  had 
that  outgoing early adolescents  could give a commendable 
account  of  themselves serving in the community.  My next  
concern was for  expanding and elaborat ing community aware­
ness for  an average class .  The s tudy came within the 
l imits  of  a  heterogeneous group on a regular  schedule in a 
t radi t ional  junior  high school .  The s tudy involved regular  
s taff  people meeting the usual  demands of  the job.  
Activi t ies  included both off-campus work with community 
agencies and also the more conventional  academic tasks of  
wri t ing,  discussing,  and role playing in community con­
f l icts .  The dai ly schedule of  the study al lowed for  
preparat ion,  act ion,  and ref lect ion.  
The applicat ion of a  theoret ical  model  in  the set t ing 
of a  public  school  is  an exci t ing venture • •*•*- c a n  n^ s o  D e  
frustrat ing because even with the best  of  condit  ions 
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( t rust  and support  of  researcher/host  school) ,  the 
inexorable demands of  confl ict ing interests  within a  
school  l imit  the researcher in the r igorous applicat ion 
of  the model .  Any intervention into the s tructured en­
vironment of  a  large junior  high school  requires f lexi­
bi l i ty and tact .  A day-to-day account  of  the unfolding 
of  the model  in  act ion is  tempting,  but  would be tedious 
and perhaps fragmentary to the reader.  For that  reason,  
a  week-by-week descript ion is  given with elaborat ion of 
each week's  central  theme--not  that  there was a  clear-cut  
focus on theme logical ly fol lowed by another  theme.  
Hopefully this  account  wil l  weave together  the sal ient  
elements into an integrated descript ion of  the s tudy.  
Assessment 
Assessment of  the case study was made by diverse 
measures,  some formal,  but  mostly informal.  The chrono­
logical  accounts  of  the pi lot  and case study came from my 
own journal .  Pencil  and paper inventories  were given to 
assess:  the s tudents '  perception of  their  emerging civic 
competence;  self-appraisal  as  mirrored by peers ,  family,  
and school  achievement;  the s tudents '  a t t i tude toward 
older  people;  and a number of  br ief  inventories  that  might  
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be categorized as ref lect ing the early adolescents '  per­
ception of  diverse elements of  the civic cul ture.  The 
s tudents  also evaluated the act ivi t ies  of  the course from 
a wr i t  ten que s t  ionna i re .  
The s tudent  journals ,  in which entr ies  were made 
almost  dai ly,  were graciously given to me and have been 
ut i l ized in informing me about  the quest ions raised for  
this  study.  Observations were made by two teachers of  
Ramsay Junior  High School ,  who were kind enough to visi t  
the class  and to summarize their  impressions.  
Then at  the conclusion of  the s tudy,  the s tudents  were 
interviewed.  Their  ref lect ions on s ignif icant  act ivi t ies  
and perceptions were audio-taped and have been ut i l ized 
in answering the quest ions of  the s tudy.  
Results  
My journal:  a  weekly analysis .  Entr ies  in my own 
journal  were made each day of  the study,  which began on 
3-30-77 and concluded on 5-27-77,  for  a total  of  73 pages.  
All  act ivi t ies  were recorded as well  as  my reasons for  
choosing the act ivi t ies  and my commitment to  and reserva­
t ions about  act ivi t ies  designed to encourage self- insight  
and self-esteem. I  also recorded my interpretat ions of  
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the input  of  the cooperat ing teacher and guidance coun­
selor .  The greater  value of  ray own journal  l ies  mostly in 
my observat ions of  the students '  responses to the pace and 
scope of  the s tudy.  The advisor  to this  s tudy read my 
journal  and commented on the degree of  sensi t ivi ty of  this  
observer  to the s tudents-- their  behavior  and motivat ion.  
The case study was done at  Ramsay Junior  High School  
in the late  spring of  1977.  The principal ,  Mr.  Harry Dane,  
approved the plan of  applying the proposed model  with an 
eighth grade core class  that  met f i rs t  and second period.  
The teacher,  Mr.  Lawrence Gordon,  agreed to cooperate in 
the s tudy.  I t  was determined to begin the study the week 
af ter  Easter  holiday,  so that  there would be no interrup­
t ion while the study was in  progress.  Mr.  Daniel  Holmes,  
guidance counselor ,  agreed to contr ibute to the case s tudy.  
Most  of  his  counsel ing is  with individuals  and small  groups,  
but  he was interested in get t ing back into the classroom 
on a regular  basis .  Mr.  Holmes was famil iar  with the focus 
of  the study and expressed the hope that  the material  
chosen for  the weekly sessions would be appropriate for  
early adolescents  and contr ibute to a bet ter  concept  of  
interact ion and self-esteem. 
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A tentat ive schedule was submitted to the principal ,  
the cooperat ing teacher,  and the counselor  a t  Ramsay.  
Since the focus of  the study was act ive ci t izen education,  
a  number of  f ield t r ips were planned and received approval .  
The group would have the use of  Ramsay's  act ivi ty bus for  
the t r ips,  and I  would drive.  
A le t ter  went to  the parents  of  the s tudents  out­
l ining the purpose of  the s tudy,  l is t ing the f ield t r ips 
to be taken,  and giving an explanation of  the guidance/  
counsel ing component .  A tentat ive quest ionnaire for  
parents  also was sent .  I  hoped that  a t  the conclusion of  
the study a response would return from each of  the s tu­
dent 's  famil ies .  The consent  forms were returned promptly,  
which led me to  hope that  parents  would take an act ive 
interest  in their  chi ld 's  part icipat ion in the Active 
Cit izen Education study.  I  even hoped that  parents  might  
have suggest ions for  community service that  had not  
occurred to rne.  There were 2k  students  in Mr.  Gordon's  
c lass:  14 black and 10 white;  9 black boys,  5 black gir ls ,  
4 white boys,  and 6 white gir ls .  A l is t  of  the occupations 
of  the s tudents '  parents  or  guardians is  in Appendix F.  
One parent  is  a teacher,  one owns a  hardware s tore,  one is  
a sales representat ive.  Truck drivers  were the predominant  
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occupational  group,  with the balance being factory and 
construct ion workers.  Intel l igence quotients  were avai l­
able for  only thir teen of the part icipants .  The highest  
I .Q.  was 116;  the lowest  75,  with an average of  91.  
Students  received a grade for  Language Arts  and a separate 
grade for  Social  Studies.  A summary of  the fal l  semester  
grades (1976) reveals:  8 A's ,  12 B's ,  9 C's ,  12 D's ,  and 
2 F 's .  The relat ionships among the group could be char­
acterized as indifferent .  The group of  twenty-four had 
been together  s ince August  of  1976.  In Apri l  of  1977 when 
the case study began,  not  everyone knew the name of  every 
person in the group.  
The classroom was large,  well  l ighted,  and at t rac­
t ively decorated with pictures,  posters ,  and exhibi ts  re­
lat ing to the study of  pre-Civil  War American History.  The 
desks were arranged in s traight  rows.  A lectern stood in 
front  of  the chalkboard.  
- Mr.  Gordon introduced me to  the class  on March 30.  I  
explained the nature of  the study—community awareness and 
involvement,  self- identi ty and communicat ion--to a very-
reserved group of  s tudents .  They asked no quest ions,  nor 
did they object  to a change in class  routine and subject .  
There was some response to the explanation of  photography 
as a communicat ion ski l l .  The volunteer  service component  
was explained.  There would be several  choices;  work would 
be done in groups,  and a l l  work was voluntary.  Parents '  
consent  was necessary for  part icipat ion in a l l  off-campus 
work.  All  s tudents  took a consent  form for  their  parents .  
WEEK ONE: ORIENTATION. The s tudy began on Monday,  
Apri l  12.  To give students  an idea of  what  might  be ex­
pected of  the s tudy,  the public  message of  Project  Ex­
plorer  was shown. The ini t ial  response to me and my s tudy 
had been guarded.  Hopefully this  l ively account  of  what  
other  Ramsay s tudents  had experienced in a s imilar  s tudy 
would thaw their  reserve.  I t  did.  Their  introduction to 
the 35MM camera and taking pictures of  each other  further  
melted away their  caution.  Viewing some fr iends ( in 
Project  Explorer)  carrying through on volunteer  community 
service made that  part  of  the study real  and non-
threatening.  The s tudents  began to talk among themselves 
about  what  they would l ike to do in the community.  
Transact ional  Analysis  (T.A.)  of  the guidance/  
counsel ing component  was introduced to the group on report  
card day.  The disappointment and anger of  some s tudents  
for  grades they considered unfair  was met with a brusque 
response by the teacher.  I t  was not  the most  propit ious 
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t ime for  the counselor  to begin a discourse on "Am I  O.K.?" 
Speaking of  the desirabil i ty of  openness and t rust  and 
the acceptabil i ty of  making mistakes,  and insist ing 
that  a l l  of  us possess the potential  for  being O.K.,  the 
counselor 's  discourse was met with s i lence by the s tudents .  
His introduction of  the metaphor "stroke" ( the need of  
infants  for  a physical  touching to bring comfort  and to 
build ego) for  portraying the functions of  small  ta lk 
el ici ted some response;  s tudents  pract iced exchanging a 
few s trokes.  
The academic game of  Propaganda was introduced to the 
ent ire  group.  Three examples of  faul ty reasoning were 
i l lustrated:  that  of  prejudice,  rat ionalizat ion,  and wish­
ful  thinking.  Reinforcement of  these concepts  proceeded 
with an example posed and the s tudents  displaying a selec­
t ion on a response card to indicate an identif icat ion of 
the technique of  the propaganda being used.  The tech­
niques were within the comprehension of  the s tudents .  
Responses were swift ,  accurate,  and given with some en­
thusiasm. Students  were able to give examples of  their  
own to i l lustrate  faulty reasoning.  
Since the thrust  of  the study was to  be the develop­
ment of  c ivic competence through responsible act ion within 
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the community,  the idea of  community was explored.  Newmann-
and Oliver 's  (1972) concept  of  community was discussed.  
Feedback for  me came from thejui . '  f i rs t  journal  entry.  From 
the Newmann-Oliver  defini t ion of  community,  some s tudents  
s tressed the mutual  concerns and responsibi l i t ies  of  people 
in a community.  However,  community to  these early adoles­
cents  was defined more by concrete geographic l imits  than 
by more abstract  shared concerns.  
For my own orientat ion to the group,  I  asked them to 
respond to "I  Value,"  a checklis t  of  vir tues and s tates  
of  being that  ref lect  the good l i fe .  This  was the be­
ginning of  a  number of  inventories  administered to this  
group.  To my good fortune,  the students  expressed no 
reserve about  responding.  They took their  t ime and ap­
peared to consider  a l l  quest ions seriously.  The same 
cannot  be said for  picture taking or  viewing.  Instead,  
clowning and mischievousness characterized photographic 
act ivi t ies .  
WEEK TWO: A SENSE OF COMMUNITY. Events  within the 
larger  community this  week worked to the advantage of  the 
study;  a  municipal  e lect ion on Tuesday would determine 
whether  c i ty council  should continue to be elected at  large 
or  by a  compromise of  elect ing four councilmen at  large 
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and seven others  from distr icts .  Community interest  ran 
high,  and the s tudents  were caught  up in i t ,  with some 
fact ions point ing to the injust ice of  having a l l  current  
councilmen from the Southeast  quadrant  of  the ci ty.  Other 
fact ions reminded the electorate of  the evi ls  of  ward 
pol i t ics .  The outcome of  that  elect ion was interest ing.  
The compromise plan for  elect ing councilmen won by a spare > 
80 votes among 26,000 votes cast .  I t  was a  rare oppor­
tunity to do some chalkboard ar i thmetic to show the impor­
tance of  every person's  vote when the margin of  victory 
was so narrow. This  concrete example was la ter  recal led 
while the s imulat ion Minori ty Power was underway.  The 
r ight  to vote could be perceived as  t reasured;  youngsters  
could see that  s ingle votes are precious.  
A f ield t r ip was taken to survey the downtown sect ion 
of  the ci ty from the viewpoint  of  a  newcomer needing the 
essentials  of  food,  shel ter ,  communicat ion,  protect ion,  
worship,  companionship,  and entertainment.  The guide for  
the survey is  in Appendix C.  I t  was a  swift ly moving 
assignment.  Journal  entr ies  indicated that  the s tudents  
thoroughly enjoyed the experience and came away with new 
perceptions of  the metropoli tan core.  
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The Propaganda game continued with s l ightly more 
diff icul t  concepts  being used.  The counsel ing session 
focused on the giving and receiving of  s trokes.  In small  
groups,  s tudents  were able to verbal ize their  ideas of  
discounting strokes and to consider  the handicap of  being 
unable to accept  posi t ive s trokes.  The effect iveness of  
body language was explored in small  groups to the amuse­
ment of  many s tudents .  
With several  al ternat ives to choose from, this  group 
decided that  working for  elderly people through Mecklenburg 
Council  for  the Aging was their  preference.  In ant icipa-
/ 
t ion of  the volunteer  service to the elderly,  an inventory 
of  a t t i tudes toward the elderly was given.  An examination 
of  the responses revealed that  the s tudents '  a t t i tudes 
were in general  very posi t ive.  A summary of  the inventory 
is  in Appendix B,  fol lowed by sketches the s tudents  drew 
depict ing themselves at  the age of  seventy.  Whether pro­
ject ions originate from f i rs thand knowledge of  the aging,  
or  their  concept  of  an eternal ly youthful  self ,  the 
sketches are diverse.  The group had talked about  in­
creasing longevity in our society,  that  barr ing accident ,  
they would l ive to be seventy.  They seemed embarrassed 
when given the assignment to do the sketch,  but  once begun,  
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they worked solemnly for  a long while to complete the 
sketches.  
WEEK THREE: EXTENDING SENSITIVITY. This  week's  
counsel ing session grew out  of  a  parable,  told by Mr.  
Holmes,  of  the "Fuzzies,"  i .e . ,  experiences that  make one 
warm on the inside.  In small  groups they talked about  
establ ishing closer  relat ionships with others .  For a  
group of  twenty-four that  did not  know each others '  names two 
weeks earl ier ,  the students  showed interest  and apprecia­
t ion for  the opportunity of  working in small  groups.  I t  
was as  i f  they had an urgency for  bridging the gap between 
a lonely self  and others .  Their  journal  entr ies  re­
f lected their  desire for  fr iendship--a gir l  fr iend,  a boy 
fr iend.  Nonverbal  communicat ion seemed to amuse these 
s tudents .  Their  competence came to fore,  and they were 
pleased.  Mr.  Holmes explored the phenomena of  the need 
for  negative s trokes.  The s tudents  acknowledged that  
there are people who possess this  perverse quali ty.  They 
suggested that  such a person disturbs a c lass ,  "acts  
cute,"  or  embarrasses others  in order  to get  at tent ion.  
Only a few fel t '  that  such behavior  vei ls  anger and lone­
l iness.  When confronted with the task of  making a  posi t ive 
stroke "st ick" with a person habitual ly begging negative 
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strokes,  most  fel t  i t  was nearly impossible to make a  
humorous or  s incere statement that  would s t ick.  
The f i rs t  t r ip to do volunteer  service was delayed 
unti l  some s taff  members of  Council  on Aging could cal l  on 
the old person(s) ,  establ ish needs,  and get  approval  for  
the youngsters  to  come. The s tudents  and I  discussed the 
pride of  older  people,  concluding that  one must  be tactful  
in offering services to avoid offending,  and that  pride 
and integri ty must  be preserved.  
Even with the tools  the students  brought  from home 
and those of  the school ,  there were not  enough for  the 
tasks of  the f i rs t  volunteer  service t r ip.  Mr.  Gordon 
took half  of  the group to work at  Mrs.  All ison's ,  and the 
other  s tudents  went  with me to  work for  Mrs.  Cannon.  
Mrs.  All ison's  yard was in  need of  cut t ing;  Mrs.  Cannon's  
was neat  as  a pin.  With the students  having so l i t t le  
t ime,  there was no s tanding on ceremony.  Once the lady 
said what  sha wanted done,  everyone went  to  work.  The 
tasks were well  done.  The s tudents  were cr i t ics ,  point ing 
out  a  s treak on a window, a  s t ray head of  grass or  leaves 
in a corner  of  a  gut ter .  My journal  reports:  "In less  
than an hour the grass was cut  (front  and back),  the hedge 
was t r immed,  the gutters  swept  and f lushed clean,  and a l l  
windows washed on the outside."  
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Mr. Gordon's  group had t rouble with a  mower that  
would not  keep running.  They lef t  a  narrow s tr ip of grass 
uncut ,  as  t ime ran out .  ( I t  was the only job the group 
ever fai led to f inish.)  
The ent ire  class  returned to school  in high spir i ts .  
The elderly beneficiaries  had expressed sincere apprecia­
t ion for  the service rendered.  There had been good-
natured banter  among them as they worked.  They said they 
were eager for  the next  service t r ip.  Only one s tudent ,  
who said that  he couldn' t  see that  anything needed to be 
done,  registered a negative response in his  journal .  ( I t  
is  possible that  his  own home is  not  as  well  kept  as  that  
of  Mrs.  Cannon.)  Mrs.  Cannon was hobbling around because 
of  a  fal l  from her porch into shrubbery.  The s tudents  saw 
that  to keep her  home immaculate was-more than she was 
physical ly able to do.  They could only speculate on her  
resources and how she might  feel  to see her  home unkempt.  
WEEK FOUR: COMMUNITY AWARENESS. The week began with 
a t r ip to the ci ty 's  Government Plaza to at tend a meeting 
of  the County Commission.  The s tudents  had reviewed the 
agenda and were interested in a proposal  for  free ambulance 
service for  the elderly.  Some s tudents  had heard of  the 
more colorful  commissioners,  whose verbal  skirmishes were 
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often reported in the newspapers and sometimes televised.  
Some s tudents  met the chairperson of  the commission.  One 
boy knew the f i rs t  elected black commissioner and greeted 
him. I t  was a  l ively meeting.  The f i rs t  business,  the 
increased cost  of  rent ing baseball  diamonds,  s t i rred a 
donnybrook.  The necessi ty of  the commission's  at torney 
serving the dual  role of  parl imentarian and at torney was 
obvious.  The youngsters  had to leave with most  of  the 
agenda yet  to be acted upon;  but  they had had a  gl impse of  
c i t izen pet i t ions,  of  service agencies support ing claims,  
and of  elected representat ives in open confl ict  and i ts  
effect  on the press.  The drama appealed to them. On the 
return t r ip to school  they responded to an inventory of  
their  perception of  the county commissioners (Appendix B).  
Their  journals  revealed a keen awareness of  the experience;  
they picked up on several  exchanges that  I  had missed.  
All  s trongly expressed a desire to at tend another  county 
commission meeting.  
Incinerator  was chosen as  the f i rs t  simulat ion for  the 
group because of  i ts  simplici ty.  Students  assumed the 
roles of  adults  in a small  town who must  make a  choice for  
locat ing a municipal  incinerator .  With place of  residence,  
business,  and preferred recreat ion scat tered throughout  
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the vi l lage,  there was no perfect  place to locate the 
incinerator .  The purpose of  the simulat ion is  to teach 
the process of  negotiat ion and compromise in confl ict  
resolut ion.  Part icipat ion was enthusiast ic .  To my de­
l ight ,  a t  the town meeting,  af ter  a number of  a l ternat ives 
had been considered and rejected,  one gir l  suggested that  
the town buy an electrostat ic  precipi tator ,  which,  though 
cost ing more than an incinerator  and requir ing a bond 
elect ion,  would give more f lexibi l i ty in locat ing the 
faci l i ty.  Her idea was adopted.  
Later  in the week another  s imulat ion,  Minori ty Power,  
was begun.  In this  simulat ion the students  took roles in 
voting blocks to decide on a number of  issues that  large 
ci t ies  must  consider  from t ime to t ime.  Several  days were 
spent  to  al low small  groups to determine their  s trategy 
for  negotiat ion with other  voting blocks.  This  work 
pressed the l imits  of  early adolescents  to relate  to con­
f l ict ing interests  in a larger  community.  Small  group 
work over an extended t ime did al low for  usually ret icent  
s tudents  to become involved in mapping s trategy.  
The counsel ing session introduced the ego s tates  of  
chi ld,  parent ,  and adult .  The s tudents  were detached.  
Mr.  Holmes,  who is  an intense,  serious f igure at  Ramsay,  
146 
stepped out  of  character  to i l lustrate  the child-ego s tate  
by taking a water  pis tol  from a boy and threatening to 
shoot  him. I t  was a  playful  demonstrat ion with s trong 
impact .  The s tudents  had never seen this  side of  Mr.  
Holmes.  The idea dawned that  within a l l  of  us there is  
the potential  for  the impulsive chi ld,  the admonishing 
parent ,  and the rat ional ,  but  caring,  adult .  The s tudents  
were able to project  dialogues of  their  own to i l lustrate  
these ego s tates .  
Volunteer  service this  week was for  a  widow who keeps 
small  chi ldren and a couple,  the husband terminally i l l .  
The weather  was f ine,  and i t  was a  repeat  performance;  
jobs were completed on t ime and in good spir i ts .  
WEEK FIVE: ACTION. Part icipat ion in Minori ty Power 
extended into this  week.  The s tudents  fel t  competi t ive 
about  the issues;  they wanted to win.  The small  groups 
continued to seek clar if icat ion of the issues and help in 
ant icipat ing the stance of  other  voting blocks.  A quote 
from my journal  brings up the quest ion of neutral i ty in 
s imulat ions whose focus is  is_ rather  than ought .  "The 
ugly s ide of  special  interest  poli t ics  surfaced in 
n 
select ing areas for  urban renewal and for  a  garbage dump. 
Calculat ion of  the voting power of  groups,  part icularly 
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minori t ies ,  entered into the s trategy.  Yet  the moral  
quest ion,  "might  is  r ight?,"  did not  ar ise among the 
s tudents .  Excitement was evident  on voting day;  small  
groups watched for  the swing vote and tal l ied the resul ts .  
When the simulat ion was f inished,  1  compared the resul ts  
with those of  an accelerated group of  eighth graders that  
had part icipated in the same s imulat ion two years  pre­
viously.  The resul ts  were remarkably al ike.  Powerful  
voting blocks won on most  issues;  some minori ty blocks won 
on their  top priori ty issue.  I t  had taken Mr.  Gordon's  
c lass  several  hours longer to complete the task,  but  their  
conclusions were almost  identical  to those of  the accel­
erated group.  One wonders :  Is  t ime a cr i t ical  factor  in 
the achievement of  average/low-average students? 
Debriefing the fol lowing day was disappoint ing.  
Students  had maintained interest  and given good effort  
over a  period of  days.  They did not ,  however,  want  to  re­
f lect  upon the motivat ions of  voting groups or  upon what  
might  have been.  Their  concept  of  dominant  interests  of  
voting blocks was nebulous.  I t  required "suspending one 's  
own cognit ive s tructure to gain the perspect ive of  
another ,"  as  explained in the Hampden-Turner model  of  
psycho -  soc ia l  development.  
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The ent ire  group went to  the home of  Mrs.  Johnson to 
help.  She said that  she had work for  everyone.  Her back 
yard,  as  described by one s tudent ,  was a  jungle,  waist-
high in weeds.  The only problem was a  shortage of  tools .  
Much needed to be done;  the working pace was feverish.  
Mrs.  Johnson was a  f rai l ,  wit ty l i t t le  woman whose home 
was poor in comparison to other  places s tudents  had helped.  
The s tudent  journals  revealed a greater  sat isfact ion in 
helping Mrs.  Johnson than other  volunteer  service.  This  
seems to confirm my idea that  early adolescents  seek and 
derive sat isfact ion from a nurturing role.  
WEEK SIX: ANALYSIS.  A second visi t  to the meeting 
of  the County Commission provided continued drama.  The 
baseball  diamond issue had not  been set t led.  A parade of  
adversaries  put  pressure on the commission.  I f  baseball  
for  youth was to  get  underway for  the current  season,  
addit ional  money would have to come from some source.  The 
s tudents  could see the pressure that  legi t imate groups put  
on the County Commission.  The power and responsibi l i ty of  
the local  group control l ing the purse s tr ings was evident .  
The s tudents '  response to this  experience was s trong,  
going beyond perception of  individuals  to a perception of  
poli t ical  real i t ies .  
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Another s imulat ion,  Curfew, was employed this  week.  
The scenario is  that  a noisy celebrat ion of  a  basketbal l  
victory results  in students  being arrested on an ant i­
quated curfew law. The purpose of  the simulat ion is  to 
develop s trategies for  social  act ion.  Interest  was high 
because the s tudents  had adolescent  roles and an issue 
easi ly comprehended.  Many communicat ion ski l ls  were drawn 
upon to advocate the cause of  youth.  The sequence of  
s t rategies proceeded from: (a)  le t ters  to the mayor,  to  
(b)  pet i t ions,  to (c)  telephoning a radio talk show, to 
(d)  appearing before the City Council .  Students  were en­
couraged to choose any or  a l l  tact ics .  The vigor and 
calculated judgment s tudents  brought  to  this  simulat ion 
confirmed their  internal izat ion of  concepts  emphasized in 
this  study.  The tone of  many le t ters  to the mayor was 
adult .  The appeal  was to  a broad concept  of  just ice,  
rather  than an accusat ion of  abuse of  young people.  The 
s tatements for  pet i t ions also were s tated in terms the 
s tudents  fel t  would be acceptable to rat ional  adults .  A 
number of  s tudents  took part  in the talk show phase.  I t  
was a t  the meeting of  the ci ty council  that  the s tudents  
revealed their  perception of  persuasion as observed in the 
County Commission meeting.  A number of  appeals  for  
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revoking the curfew law were made with dignity.  One boy 
dared a clash of  wits  with an ul tra-conservat ive council­
man.  This  was,  of  course,  a  nonproductive tact ic ,  but  he 
had seen and heard the confl ict  and sarcasm of the county 
commission in session,  and he was incl ined to give i t  a 
t ry.  
This  was to  have been the last  week of  the s tudy,  and 
a  t r ip to the s tate  capitol ,  Raleigh,  N. C. ,  had been 
planned.  The group hoped to s i t  in on a committee meeting 
and see the legislature in session.  Unfortunately,  not  
enough s tudents  had the money to  warrant  charter ing a bus.  
Some s tudents  were very disappointed.  Their  f i rs t  react ion 
was to  circulate a pet i t ion among the group,  addressed to 
the principal ,  demanding a  t r ip to Carowinds or  a  movie.  
The principal ,  however,  was away.  The next  day the group 
worked on Ramsay's  nature t rai l ,  and Mr.  Gordon and I  
surprised them with a picnic.  They were pleased.  
WEEK SEVEN: REFLECTION AND EVALUATION. During the 
s ix weeks the study was in progress,  several  school  events  
had preempted plans for  the day.  Mr.  Dane,  the principal ,  
and Mr.  Gordon,  the teacher,  graciously consented to 
granting an addit ional  week to conclude the s tudy.  The 
s tudents  were not  displeased.  
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All of  the group viewed the many s l ides taken of  
c lass  act ivi t ies .  A small  group began edi t ing the s l ides.  
Another group arranged to record background music for  the 
public  message.  Select ions were made from journals  and 
were taped with s tudent  voices.  An outl ine was made for  
the script ,  and s tudents  made colorful  captions for  intro­
ducing each s ignif icant  act ivi ty.  One s tudent  photographed 
these at  the media center .  
Mr.  Holmes concluded Transact ional  Analysis  with 
ref lect ions on the essence of  the adult  ego s tate .  Summing 
up the theme of  "I 'm O.K.--You're O.K.,"  i t  was emphasized 
that  one must  respect  oneself  and accept  others  to deal  
responsibly with,  and to influence,  fel low ci t izens.  
On a  morning threatening rain,  the group gave service 
to two very elderly couples.  Though these people were very 
f rai l ,  their  homes were neat .  The rain held off ,  and the 
work was cheerful ly completed.  Reluctantly the tools  were 
taken home. In interviews with individual  s tudents ,  the 
sat isfact ion in helping older  people was a  repeat ing 
theme .  
Discussions of  moral  di lemmas had been included in 
the s tudy.  "The Footbal l  Game," one of  a  ser ies  in 
Values in a Democracy (1976),  ini t iated the group to moral  
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reasoning.  The quest ion for  this  exercise was,  "Why did 
you obey the police who demanded that  a l l  leave the 
stadium after  a  post-game brawl?" Most  of  the s tudents  
reasoned at  the conventional  level-- the support  of  the 
social  system. 
CRITICAL EVENTS. Two events  occurred during the 
study that  presented s tress  and awkwardness.  On the f i rs t  
f ield t r ip to survey the heart  of  the ci ty,  the class  was 
to  divide in two groups,  one going with Mr.  Gordon and one 
with me.  When we lef t  the bus,  a l l  students  joined me.  I  
was embarrassed,  and Mr.  Gordon was angry.  He threatened 
to take them al l  back to school .  The s tudents  hesi tated.  
I  reminded them that  for  the act ivi t ies  planned for  this  
s tudy,  there would be no permanent  grouping.  There would 
be groups of  four to twelve,  dependent  on the act ivi ty;  
grouping must  be accomplished swift ly;  and responsible 
behavior  on their  part  would make i t  possible to part ici­
pate in a number of  different  act ivi t ies .  The group spl i t .  
I t  was the only t ime this  group had to be corrected during 
the s tudy.  
Not going to Raleigh was a  major  disappointment to 
some s tudents .  Because the group had worked well  together  
and had a sense of  belonging,  Mr.  Gordon and I  wanted to 
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take just  this  group to Raleigh.  Chartering a bus for  
only 24 s tudents  is  cost ly,  but  not  prohibi t ively so.  
When several  s tudents  said they could not  go,  Mr.  Gordon 
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offered the t r ip to another  class  of  his ;  not  enough 
accepted.  I t  was la te  in the year  ;  no school  P.T.A. funds 
were avai lable.  Not having money for  a major f ield t r  ip 
planned well  in  advance is  rare at  Ramsay,  and had I  
anticipated this  problem, I  would have made an appeal  to  
service clubs to aid in this  project .  
PROBLEMS. No major  problems handicapped this  s tudy.  
However,  within a large junior  high school  there is  a 
momentum that  defies  al terat ion.  During the late  spring 
a number of  whole-school  events  made demands of  the class .  
At other  t imes numbers of  s tudents  were obligated to miss 
c lass  for  such things as band t r ips,  chorus rehearsals ,  
and the distr ibution of annuals .  On one day late  in the 
s tudy,  numbers of  s tudents  were unexplainably preoccupied.  
I t  was learned that  on the previous day the science teacher 
had given a punit ive assignment.  The inat tent ive students  
were forced to use any class  t ime to meet  the obligat ion 
to the science teacher.  
There were some confl icts  in the bus calendar,  and 
one morning s tudents  were already on the bus when i t  was 
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discovered that  the bus wouldn' t  s tar t  because the bat tery 
had been s tolen.  
The only consistent  problem was the matter  of  t ime.  
Many act ivi t ies  were planned to apply the model .  To 
delete or  shorten a s ingle plan was hardly acceptable to 
me.  I  recognize this  quali ty as a weakness of  mine.  Once 
a  goal  is  set ,  i t  is  very diff icul t  for  me to  tamper with 
i t ;  I  become visibly distressed.  One s tudent  pointed out  
this  deficiency of  mine with unusual  c lar i ty.  After  c lass ,  
he referred to my bringing to a rather  abrupt  close a dis­
cussion of  a  moral  di lemma. The s tudents  had been hesi tant  
in responding.  I t  appeared to me that  the issue was an 
abstract ion that  would require a substantial  amount of  
t ime to clar ify,  t ime not  readily avai lable.  The hour was 
la te--and also the date.  My disappointment in not  
bringing the discussion to frui t ion was apparent .  The 
educator  is  often caught  in the crux of  t ime versus com­
prehension,  and often the inexorable demands of  an in­
f lexible schedule leave no lat i tude in making a judgment.  
This  boy said,  "You misunderstood us;  we wanted to  respond,  
but  we are slow, and you forget  that  we are slow. You 
expect  us to move faster  than we can."  I t  was construct ive 
cr i t icism never to be forgotten.  
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The case study was done to gain insight  into the 
quest ions as  they emerged out  of  the rat ionale described 
in Chapters  I  and I II .  The developmental  model  gave at ten­
t ion to the cognit ive,  philosophic,  and psycho-social  needs 
of  early adolescents ,  prerequisi te  to the achievement of  
personal  and civic competence.  The components  of  the 
model  (communicat ion,  community awareness,  seIf- identi ty,  
and involvement)  made heavy demands on the l imited t ime of  
the s tudy.  A heterogeneous group of  s tudents  in a public  
junior  high school  adapted well  to  a swift ly paced,  yet  
integrated series  of  experiences that  moved in and out  of  
the classroom. In the community,  the s tudents  took stock 
of  physical  changes of  center  ci ty development and ever  
growing bel t  roads.  Awareness of  decision-making agencies 
came from simulat ions in the classroom and on-si te  visi ts .  
Communicat ion involved an analysis  of  receiving and sending.  
Class discussions and s imulat ion part icipat ion al lowed for  
peer  interact ion,  while keeping a journal  gave an oppor­
tunity for  more personal  ref lect ion.  Interwoven into the 
previously mentioned components  was a  systematic approach 
to gaining self- identi ty.  Analysis  of  motives,  and of  the 
meaning of  interact ion among peers  and between generat ions,  
served to foster  a sense of  order  and personal  competence.  
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Finally,  involvement in concrete experiences in the 
community gave a  frame of  reference for  the continuing 
search for  sat isfact ion as a social  being.  
Given the natu,re of  the case s tudy,  I  rel ied on a 
number of  techniques--some formal,  other  informal—for 
informing the s tudy.  
Pencil  and paper inquir ies .  
1 .  THE STUDENT'S PERCEPTION OF CIVIC COMPETENCE. 
The Student 's  Perception of  Civic Competence is  an in­
strument of  my own design for  get t ing a pre/post  index 
on- several  dimensions of  civic at t i tude and competence 
as  comprehended by early adolescents .  Some i tems were 
designed to ref lect  civic competence in general ,  while 
others  were meant  to  appraise motivat ion for  involvement 
in  public  affairs ,  competence in.  relat ion to the at t i tude 
of  adults ,  and civic at t i tude and awareness of  the re­
al i t ies  of local  poli t ics .  
The s tudents  were asked to respond with one of  the 
fol lowing:  1  -  strongly disagree,  2 -  disagree,  3 -  neu­
t ral ,  4 -  agree,  and 5 -  strongly agree.  The 17-i tem 
inventory was completed by 19 s tudents .  
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To assure the most  accurate response possible,  I  
explained the purpose of  the inventory and then read each 
of  the statements to the class  for  both the pre and post  
inventory.  A copy of  this  and a l l  other  inventories  used 
in the case study are included in Appendix A. 
The resul ts  of  this  inventory can be seen in Table 1 .  
A 1 t1  test  for  means was used for  each of  the dimensions 
of  the test .  For Competence in the Community t  = 4.3 or  
p .01,  Persis tence Toward Goals  t  = 2.6 or  p^r .01.  
The s tatements about  Incl incat ion to Part icipate were 
negatively s tated,  resul t ing in t  = .475,  not  s ignif icant .  
The dimension of  Working Relat ionships with adults  yielded 
t  =  3 . 3  o r  p ^ = . 0 1 ,  a n d  f o r  C o m m u n i t y  A w a r e n e s s  t  = 4 . 8  
or  p <•  .01.  A confidence level  of  1% on the four posi­
t ively stated dimensions and a resul t  of  no s ignif icance 
for  negative ideas about  part icipat ion would appear to  
support  the thesis  that  the model  of  act ive part icipat ion 
in civic affairs  tends to increase the individual 's  sense 
of  c ivic competence .  
Tab le  1  
Student 's  Perception of  Civic Competence 
Number 19 Mean S.D. S.E.  
Competence in pre 9.16 2.58 .61 
the Community post  10.95 1.99 .47 .731 t  = 4.30 p ^= .01 
Items 1,  2,  5,  
14,  17 
Persistence pre 3.42 1.04.  .25 
Toward Goals  post  4 .21 1.40 .33 .481 t  = 2.61 p^ -  .01 
Items 3,  6 
Working Rela-  pre 3.95 1.10 .26 .600 t  = 3.25 p^ = .01 
t ionships with post  4.84 1.42 .34 
Adults  
I tems 7 ,8,9 
Community Aware-  pre 8.16 1.87 .44 .608 
ness 
I tems 10,  11,  15,  
16 
post  9.84 1.23 .29 t  = 4.79 p<,  = .01 
5.  Incl inat ion to pre 3.63 1.49 .35 .191 t  -  .475 
Part icipate post  3 .42 1.46 .34 not  s ignif icant  
(Negative)  I tems 
4,  12,  13 
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I t  came as  a surprise to me that  in the short  span 
(seven weeks)  of  the study the responses of  the s tu­
dents  were less  mixed;  that ,  indeed,  the direct ion,  for  
the most  part ,  was one way,  and that  was posi t ive.  The 
greatest  changes pre/post ,  were in the s tudents '  percep­
t ion of  personal  and civic competence and their  voli t ion 
to persis t  toward goals .  Posi t ive at t i tude toward working 
with adults  also increased.  A more real is t ic  concept  of  
the distr ibution of power in  local  government and the 
advantage of  a l lying oneself  with an organized group in 
order  to influence governing bodies seems to emerge.  
The least  changes in opinion in this  inventory were 
seen in ( i tem 5) the expectat ion to be influential  in one 's  
neighborhood and ci ty;  i t  was relat ively high on the pre 
and remained much the same for  the post .  Confidence in 
the democrat ic  process at  the local  level  was f i rm at  the 
beginning of  the study and remained so at  the conclusion.  
Some of  the data,  that  of  an increased sense of  com­
petence (of  doing something that  makes a  difference in the 
community,  i tem 1) ,  yet  being less  incl ined to desire in­
fluence in community affairs  ( i tem 12),  appear to  be 
confl ict ing.  My interpretat ion is  that  the s tudents '  
experiences in serving the elderly gave them the sense of  
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making a  difference in the community,  taking the role of  
a  benevolent  supporter;  but  influence may have a  s trong,  
more hazardous and even negative connotat ion to early 
adolescents .  I f  influence in community affairs  did mean 
part icipat ing as a contender,  a  combatant ,  a  persuader,  
to  these s tudents ,  then i t  appears they were reject ing a 
role involving this  kind of  r isk.  
2.  THE SELF-APPRAISAL INVENTORY. The Self-Appraisal  
Inventory,  Secondary Level ,  from Measures of  Self-Concept  
by the Instruct ional  Object ives Exchange,  is  a self-report  
device that  at tempts to secure a s tudent 's  response to 
three aspects  of  the self-concept .  I t  is  a measure of  
62 s tatements to  which s tudents  were asked to indicate one 
of  the fol lowing responses:  s trongly agree,  agree,  dis­
agree,  s trongly disagree.  Of the dimensions,  a l l  are 
arenas in which one 's  concept  is  being formed,  that  is ,  
concept  of  self  in relat ion to family,  peers ,  and scho­
last ic  achievement.  This  inventory was given pre and 
post .  The s tudents  were advised that  there were no,  r ight  
or  wrong answers;  that  i t  was a  measure of  how they fel t  
about  themselves;  and that  they would be responding to the 
same s tatements at  the end of  the s tudy.  I  read the 
statements to the s tudents  both pre and post ,  and i t  was 
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completed in approximately 20 minutes.  Scoring from the 
guide supplied by Instruct ional  Object ives Exchange as­
signed 4 points  for  the most  favorable to 1,  the least  
favorable .  
The resul ts  of  this  test  (Table 2)  are inconclusive.  
The individual 's  perception of  self  to family and to the 
abi l i ty to succeed in school  appears to have increased as  
a  resul t  of  part icipat ing in a curr iculum of act ive ci t i ­
zen education as  evidenced by the '  t1  test  for  means used 
for  this  inventory,  t  = 2.16 or  p<£-.05 for  Family approval  
and t  = 2.05 or  p^r .05 for  School  Achievement.  Never­
theless,  the composite  resul t  of  t  = 1.73 or  pj(s . l0 some­
what  l imits  confidence in the effect iveness of  the model  
for  increasing self-concept .  
I  found the data and resul ts  of  this  inventory puz­
zl ing and disappoint ing,  part icularly the responses con­
cerning peer  approval .  The ini t ial  indifference the 
students  seemed to feel  toward each other  (not  knowing each 
other 's  names af ter  s ix months together  in a class  of  24),  
which changed to enthusiast ic  group discussions and team 
effort  while rendering service,  made me think that  a s ig­
nif icant  change in perception of  self  in relat ion to peers  
would occur.  I t  did not ,  according to the data in Table 2.  
Table 2 
Self-Appraisal  Inventory 
Number 20 Mean S .D.  S.E.  
Correlat ion 
r  
1.  Peer 
Approval  
pre 42.35 
post  42.55 
4 .65 
5.22 
1.07 
1 . 2 0  
,396 t  = .160 
not  s ignif icant  
2.  Family 
Approval  
pre 39.75 
post  41.45 
3.13 
4.85 
.72 
1.11 712 
t  = 2.16 
p <^ = .05 
School  
Achievement 
pre 35.75 
post  37.25 
4.00 
2 . 8 1  
.92 
.64 
611 t  = 2.05 
P <  = -05 
4.  Composite  pre 117.85 
post  120.75 
9.86 
10.40 
2 . 2 6  
2.39 
743 t  = 1.73 
P <-  -10 
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That  sel f -appraisal  should increase in  re la t ion to  
one 's  family a lso puzzled me.  Parents  were prompt  in  
giving consent  for  their  s tudent  to  par t ic ipate  in  the 
case s tudy,  but  only three (a l l  posi t ive)  bothered to  
respond to  a  quest ionnaire  about  their  observat ion of  the 
effect  of  the s tudy on their  s tudent 's  behavior .  I f  the 
s tudents  did discuss  a t  home their  increased awareness  of  
community affairs  and their  involvement  in  an act ion pro­
ject ,  conceivably this  could have had some effect  on a  
greater  sense of  family approval ,  yet  th is  can only be 
conjecture .  
The increase in  self-appraisal  as  i t  re la tes  to  
school  achievement  i s  not  surpr is ing to  me.  The expecta­
t ions of  a  team of  teachers  and a  counselor  for  this  s tudy 
were dif ferent  from t radi t ional  classroom tasks,  but  not  
beyond the competence of  any individual  in  the group of  
s tudents .  Careful  observat ion and keen analysis  of  human 
interact ion,  as  wel l  as  ref lect ing on one 's  par t  in  
act ivi t ies ,  an important  par t  of  the s tudy,  served to  
demonstrate  to  the youngsters  a  competence that  educators  
found worthy of  recogni t ion.  
The c i rcumstances of  the post  tes t ing may be worth 
not ing.  I t  was given on the las t  day of  the s tudy.  My 
journal  reads:  
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With very l i t t le  t ime lef t ,  the students  responded 
to quest ions about  the dilemma (Kohlberg 's  di lemma 
of  Heinz) .  Then--in a great  hurry--we did the post  
test  for  self-appraisal .  Books had been in evidence 
during the ent ire  morning.  They were a  bi t  t i red and 
were eager to read.  With great  reluctance,  I  gathered 
up the papers to leave.  
I t  appears that  this  was an emotionally low moment 
for  the s tudents  and for  myself .  
Inventories  3 through 7 at tempt to measure the civic 
at t i tudes of  the early adolescents  of  this  study;  a l l  are 
brief ,  and none contain more than 14 i tems.  I  was guided 
in the preparat ion and administrat ion of  these inventories  
by a monograph,  The Measurement of  Children 's  Civic 
Att i tudes in Different  Nations,  prepared by the Interna­
t ional  Associat ion for  the Evaluat ion of  Educational  
( 
Achievement (Oppenheim and Torney,  1974).  
3 .  STUDENT PERCEPTION OF REPRESENTATIVES OF LOCAL 
GOVERNMENT. This  inventory deals  with what  Almond and 
Yerba cal l  "output  affect ,"  or  the expectat ions people 
have of  t reatment at  the hands of  elected off icials .  This  
12-i tem inventory endeavors to assess the descript ion 
students  had for  representat ives of  a  local  governing body.  
I t  not  only seeks to describe the personal  behaviors  such 
as  fr iendly/unfriendly,  weak/strong,  i t  also ref lects  on 
the responsiveness of  elected off icials  to the pet i t ions 
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of  individual  c i t izens and informal  groups,  a l l  on a  
s ix-point  scale .  The s tudents  responded to  this  inventory-
immediate  ly  af ter  they had vis i ted the County Commission 
for  the f i rs t  t ime.  Penci ls  and paper  were dis t r ibuted to  
s tudents  on the bus;  they responded en route  to  school .  
Table 3 indicates that  the s tudents  of  this  study 
have,  in general ,  a  posi t ive perception of  elected 
off icials  of  local  government.  I tems 9 and 10 ref lect  
some reservat ion as to the responsiveness of  elected 
off icials  to "people l ike ourselves."  
The s tudents  were highly s t imulated by their  vis i t  
to  a  meet ing of  the county commission and insis ted on a  
second vis i t .  Their  percept ions of  the personal  charac­
ter is t ics  of  representat ives  of  local  government  were 
posi t ive,  even admiring.  Perhaps the youngsters  were 
envious of  the a t t ract iveness ,  the grace in  confl ic t - -
and the power--of  their  representat ives  a t  work.  They 
did not  perceive that  decis ions of  e lected off ic ia ls  
could be changed by ordinary people  ( l ike themselves) ,  
but  fe l t  that  decis ions concerning local  government  were 
inf luenced by big and powerful  groups.  
Table 3 
Student's Perception of Characteristics and Responsiveness 
of Elected Representatives of Local Government 
Positive Negative 
# of responses 2 4 6 8 10 12 14 16 2 4 6 8 10 12 14 16 
1 
Friendly Unfriendly S3 
2 
Warmhearted Cold-hearted 
3 
Strong Weak w 
4 
Rich Poor 
5 
Popular F
3  
Unpopular 
p 
6 
Cares about me 
and my family 
. . . . . . . . .  '  Doesn't care about 
me and my family 
r  . j  
U-UyxD w 
7 
Acts for the good of 
the whole community iiil+fesraq 
Acts for selfish 
reasons 
Z3 
m 
8 
Attentive to 
complaints 
Inattentive to 
complaints HD 
9 Can have decisions 
changed by ordinary 
people 
Can only have deci- .. 
sions changed by 
powerful people EL 
^Run by people like 
ourselves 
Run by a few big and 
powerful people 
—~i 
ffiSSa 
11Gets things done 
—, 
Often doesn't get 
things done. gs 
Can be trusted Cannot be trusted m 
Intensity: Qslight 
on moderate 
B strong 
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4.  STUDENT PERCEPTION OF A ' tOOD CITIZEN." The 
Student  Perception of  a  "Good Cit izen" inventory at tempts 
to gain some insight  into the early adolescent 's  defini­
t ion of what  the "good ci t izen" should do.  Quali t ies  and 
behaviors  (such as  votes in every elect ion,  joins a pol i t ­
ical  party,  knows how tax money is  spent ,  shows respect  
for  a  funeral ,  belongs to a labor union,  works hard,  is  
poli te)  are l is ted with respondents  asked to indicate 
whether  or  not  the good ci t izen would do these things.  
There is  a lso a  choice for  indicat ing that  one i s  not  sure .  
Table  A i l lus t ra tes  that  the youngsters  had a  sub­
ject ive rather  than a par t ic  ipatory concept  of  the good 
c i t izen.  All  s tudents  said that  the good c i t izen obeys 
the law,  shows respect  for  a  funeral ,  and works hard;  
whereas  87% of  the s tudents  mentioned s tanding up when the 
nat ional  anthem is  played.  Behavior  that  the least  number 
of  s tudents  expected of  good c i t izens was t rying to  change 
things in  government  and joining a  labor  union.  The 
response to  not  sure  (of  what  a  good c i t izen should do)  
indicates  uncertainty about  joining a pol i t ical  par ty  
(79%) and joining a labor  union (73%).  
Table 4 
Student's Perception of a "Good Citizen" 
Percentages thinking that; 
Quality N Is characteristic 
of a good citizen 
Is not characteristic 
of a good citizen 
Not Sure 
Obeying the law 16 100 0 0 100 
Being courteous always 15 80 7 13 100 
Voting in every election 14 57 0 43 100 
Be ing loya1 to one 1s 
family 
16 69 25 6 100 
Joining a political party 14 7 14 79 100 
Being knowledgeable about 
the expenditure of tax 
money 
14 43 7 50 100 
Having good manners 15 67 7 26 100 
Being knowledgeable 
of world events 14 67 33 0 100 
Trying to change 
government policy 15 20 27 53 100 
Standing when the national 
anthem is played 
15 87 0 13 100 
Showing respect 
for a funeral-
14 100 0 0 100 
Belonging to a union 15 20 7 73 100 
Works hard 13 100 0 0 100 
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Respect  for  and obedience to the law is  a universal ly 
accepted behavior  for  good ci t izens.  Beyond this  consensus,  
the youngsters  of  this  study appear to conceive of  the 
r i tuals  of  ci t izenship and conventional  manners as  cr i ter ia  
for  the good c i t izen.  Doubts concerning the value or  
necessi ty of  being an act ivist  as  a good ci t izen is  ap­
parent  in  the "not  sure" response of  this  inventory.  The 
obligat ion to part icipate in changing injust ices in gov­
ernment is  not  recognized by these early adolescents;  
furthermore,  they tend to make no dist inct ion between the 
"nice" person and the good ci t izen.  
5.  WHO DECIDES ON THE LAWS MADE FOR OUR NATION? 
This  ten-i tem inventory aims to gain some insight  into the 
early adolescent 's  perception of  what  s ignif icant  groups 
(such as  r ich people,  union leaders,  the President ,  news­
paper people,  members of  Congress,  high mil i tary off icials)  
determine what  laws are made for  the nat ion—and the degree 
of  influence of  those groups.  The s tudents  were instructed 
to respond to:  very much,  some,  very l i t t le ,  not  a t  a l l ,  
I  don' t  know. Twenty-two students  responded.  
Table 5 indicates a spread of  opinions about  the 
influence of  s ignif icant  people in  deciding what  laws are 
made for  the country,  from a high of  86% ( the President)  
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to the low of  0% for  church leaders and the average person.•  
The high expectat ion of the President  in influencing which 
laws are made is  fol lowed by union leaders (72%),  r ich 
people (687,) ,  radio and TV commentators  (62%),  and some 
big companies (477>) .  Clearly the average person is  per­
ceived to have some (647.)  but  not  very much influence on 
the laws made for  the country.  
Table 5 
Student 's  Perception of  Who Decides 
on Laws Made for  the Country 
Percentage 
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very much 68 72 86 14 0 0 58 47 30 62 
some 27 14 9 82 64 64 21 43 60 20 
very l i t t le  0 0 0 4 23 32 13 0 0 9 
not  a t  a l l  0 0 0 0 0 4 0 5 0 0 
I  don' t  know 5 14 5 0 13 0 8 5 10 9 
TOTAL % 100 100 100 100 100 100 100 100 100 100 
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Poli t ical  scientis ts  say that  a measure of  the affect  
chi ldren have for  a poli t ical  system is  the reverence fel t  
for  the paternal  f igure of  the chief  of  s tate .  In this  
inventory the early adolescents  have a s trong feel ing 
that  the President  has the s trongest  influence on decisions 
for  laws made for  the country.  I t  is  interest ing that  
these s tudents  perceive that  union leaders,  r ich people,  
and radio and TV commentators  have more influence than 
members of  Congress in deciding what  laws are made for  the 
country.  
6 .  STUDENT'S ATTITUDES ON RIGHTS AND FREEDOMS. The 
expectat ion of  t reatment by the bureaucracy and police,  as  
well  as  being free to express opinions,  const i tutes one 's  
perception of  r ights  and freedoms and goes to the heart  of  
an egal i tar ian philosophy.  This  11-i tem inventory 
endeavors to assess the concepts  early adolescents  hold on 
the degree of  r ights  and freedoms that  diverse groups of  
c i t izens should have (groups such as  lawyers,  rel igious 
leaders,  ar t is ts ,  communists ,  factory workers,  mil i tary 
leaders,  black people,  discharged prisoners,  leaders of  
big business,  t ramps,  and people with anti-American views).  
Students  were asked to respond to one of  the fol lowing 
( that  the group should have):  More r ights  and freedoms 
172 
than everyone else,  exact ly the same as  everyone else,  
fewer r ights  and freedoms than everyone else,  or  I  don' t  
know. 
Table 6 reveals  that  the majori ty bel ieve that  each 
of  the groups of  people should have exact ly the same r ights  
and freedoms as everyone else,  with percentages varying 
from a low of  59% for  tramps to 100% for  lawyers and factory 
workers.  Only rel igious leaders and mil i tary leaders were 
considered as  being worthy of  more r ights  and freedoms 
than everyone else,  and that  by only 5% and 6% of the 
students  respect ively.  A larger  percentage indicate that  
some groups should have fewer r ights  and freedoms than 
everyone else.  These less  favored groups were discharged 
prisoners,  22%,;  communists ,  23%; and t ramps,  35%. 
Almond and Yerba (p.  70) have documented that  people 
from the most  s table democrat ic  systems strongly insist  
that  a l l  ci t izens should have equal  t reatment by the police 
and bureaucracy of  their  country.  The general  idea the 
students  of  this  study harbor appears to be that  only 
people who have seriously violated the responsibi l i t ies  of  
ci t izenship (discharged prisoners,  communists ,  and t ramps) 
should have fewer r ights  and freedoms than other  ci t izens.  
Table 6 
Students' Attitudes: Rights and Freedoms 
Percentage thinking that these groups should have: 
N 
More rights and 
freedoms than 
everyone else 
Exactly the same 
rigfrts and freedoms 
as everyone else 
Fewer rights and 
freedoms than 
everyone else 
I 
don't 
know 
Total 
Lawyers 19 0 100 0 0 100 
Religious leaders 19 5 85 10 0 100 
Discharged prisoners 18 0 78 22 0 100 
Black people 19 0 89 11 0 100 
Artists 19 0 84 16 0 100 
Communists 17 0 65 23 12 100 
Leaders of big business 18 0 90 5 5 100 
Military leaders 18 6 83 11 0 100 
Tramps 17 0 59 35 6 100 
People with anti-
American views 17 0 82 12 6 100 
Factory workers 17 0 100 0 0 100 
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7.  INVENTORY OF POLITICAL COMMUNICATION AND PARTICI­
PATION. This  7-i tem inventory aims to learn of  the overt  
act ivi t ies  of  early adolescents  in their  own communit ies  
as  they relate  to interest  in poli t ics  and actual  community 
act ivi ty.  On a  sheet  of  paper,  the s tudents  were asked to 
indicate yes or  no i f  they had,  in the last  year:  l is tened 
to a poli t ical  party broadcast ,  t r ied to get  elected to an 
off ice in a club or  for  a  school  group,  helped col lect  
money for  a good cause ,  borrowed or  read a book about  
nat ional  or  internat ional  affairs ,  asked adults  about  
pol i t ical  part ies ,  or  found out  about  how a local  governing 
body functions.  Twenty s tudents  responded.  
Table 7 indicates that  the greatest  response for  yes 
(X have part icipated) was 90%, l is tened to a poli t ical  
broadcast ;  and 90%, found out  about  how a local  governing 
body functions.  The least  response was 35%, t r ied to get  
elected to off ice in a club or  school  group;  and 35%, done 
some reading to bet ter  understand current  affairs .  
Interest  in the poli t ical  l i fe  of the community is  
evident  in the responses of  the s tudents  to this  inventory.  
That  90% of  the s tudents  had l is tened to a poli t ical  broad­
cast  or  watched a  poli t ical  telecast  within the last  year  
may be at t r ibuted to a vigorous campaign underway at  the 
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t ime of  the study to change the form of their  ci ty govern­
ment from at- large representat ion to a combination at- large/  
distr ict  representat ion.  Clearly the 90% of  s tudents  in­
dicat ing that  they had learned f irs thand about  c i ty council  
or  the county commission could be credited to part icipat ion 
in the case s tudy.  When 60% of  the s tudents  have helped 
col lect  money for  a good cause in the community within the 
past  year ,  one may assume that  substantial  numbers of  early 
adolescents  are eager to part icipate in community improve­
ment act ivi t ies ,  and that  they f ind volunteer  service 
sat isfying.  
Table 7 
Student 's  Statement of  Actual  Civic Involvement,  
Communicat ion,  and Part icipat ion 
Students  saying that  in  the past  year  
they have:  
Pe 
# 
rcent ;  
yes  
age S 
no 
aying 
Total  
lLis tened to  a  pol i t ical  par ty  broad­
cast  or  watched a  pol i t ical  te lecast  
20 90 10 100 
^Tried to  get  e lected to  an off ice  of  
a  school  group 
20 35 65 100 
^Helped col lect  money for  a  good cause 20 60 AO 100 
^Done some reading to  bet ter  understand 
current  affairs  
20 35 65 100 
^Done some reading about  the United 
Nat  ions 
20 AO 60 100 
^Learned f i rs thand about  c i ty  counci l  
or  the County Commission 
20 90 10 100 
^Tried to  learn about  different  
pol i t ical  par t ies  
20 60 AO 100 
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8.  ATTITUDE TOWARD OLDER PEOPLE. The Council  on 
Aging supplied this  inventory to assess the at t i tude 
toward older  people;  there were no norms avai lable.  
Students  were asked to respond (strongly disagree,  dis­
agree,  neutral ,  agree,  and s trongly agree)  to 30 statements 
about  older  people,  deal ing with:  disposi t ions,  emotional  
needs,  the value of  their  experiences in the work force 
as  ci t izens and neighbors,  f lexibi l i ty/r igidi ty,  the worth 
of  education and rehabil i tat ion,  and the aging process in 
general .  This  inventory was administered early in the 
case study when al ternat ives for  volunteer  community serv­
ice were being considered.  Students  responded on a copy 
of  the statements as  I  read them aloud.  
Using a scheme for  weighing the intensi ty of  agree­
ment of  disagreement l is ted on Table 8,  a  raw score was 
secured for  disagree,  neutral ,  and agree,  for  each of  6 
categories of  opinions about  aging and older  people.  The 
raw score was then converted to percentage of  response 
for  each category.  For (A) older  people are individuals ,  
just  as  any age group,  70% agreed,  14% were neutral ,  and 
16% disagreed.  To the idea that  (B) older  people are a l l  
the same,  58% disagreed,  12% were neutral ,  and 30%, agreed.  
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To (C) a  l is t  of  disagreeable quali t ies  that  might  be 
expected of  older  people,  64% disagreed,  15% were neutral ,  
and 21% agreed.  A l is t  (D) of  a t t ract ive social  quali t ies  
that  older  people might  possess found 59% agreeing,  16% 
neutral ,  and 25% disagreeing.  In (E) general izat ions 
s tat ing that  aging is  a t ime of  making use of  one 's  
wisdom, dignity,  and achievement,  64% agreed,  14%, were 
neutral ,  and 22% disagreed.  Final ly,  (F)  to the idea that  
aging is  a t ime for  withdrawal from social  and intel­
lectual  act ivi t ies ,  75% disagreed,  22% were neutral ,  and 
13% disagreed.  
The s tudents  of  th is  s tudy seem to  feel  s t rongly that  
no s tereotype can be aff ixed to  older  people  and that  
instead,  they must  be regarded as  individuals ,  as  in  any 
other  age group.  The youngsters  a lso view their  e lders  
as  having more a t t ract ive than disagreeable  social  qual­
i t ies ,  and they expect  older  people  to  remain act ive 
social ly  and intel lectual ly  as  they reap the rewards of  
old age in  using the wisdom of  years  in  a  dignif ied t ime 
of  achievement .  
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Table 8 
Att i tude Toward Older People 
Response We ighted 
s trongly disagree 3 
disagree 2 
neutral  1  
agree 2 
s trongly agree 3 
Percentage 
Disagree Neutral  Agree 
Older people are individ­
uals  just  as  any age group 
I tems 11,  12,  16 
16 14 70 
B.  Older people are a l l  the 
same 
I tems 5,  18 
58 12 30 
C.  Older people have dis­
agreeable social  quali t ies  
I tems 4,  8,  9,  10,  13,15,  17 
64 15 21 
D. Older people have at t ract ive 
social  quali t ies  
I tems 3 ,  6 ,  14 ,  27 
25 16 59 
E.  Aging is  a  t ime for  act iv­
i t ies  making use of  one 's  
wisdom, dignity,  and 
achievement 
I tems 1,  2,  7,  24,  29,  30 
22 14 64 
F .  Aging is  a t ime for  with­
drawal from social  and 
intel lectual  act ivi t ies  
I tems 19,  20,  21,  22,  23,  
25,  26 
75 12 13 
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9.  STUDENT EVALUATION OF CLASS ACTIVITIES. I  de­
vised this  evaluat ion of  class  act ivi t ies  for  s tudents  of  
the case s tudy.  Activi t ies  inside the classroom and off  
campus were examined.  The s tudents  were asked to rate  a l l  
act ivi t ies  on the fol lowing scale:  1-poor,  2-fair ,  
3-acceptable,  4-good,  and 5-excellent .  Students  rated 
such classroom act ivi t ies  as:  part icipat ing in simula­
t ions,  discussions of  t ransact ional  analysis ,  discussion 
of  moral  di lemmas,  wri t ing in the journal ,  and responding 
to inventories .  They also evaluated off-campus act ivi t ies  
l ike:  the survey of  downtown, vis i t ing the county commis­
s ion,  and volunteer  service t r ips.  The group spent  approxi­
mately 20 minutes ref lect ing on the experiences of  the 
case study before responding to this  evaluat ion the last  
week of  the s tudy.  Twenty-one s tudents  responded.  
Responses (rated 1-poor to 5-excellent)  to each act ivi ty 
were averaged.  Those act ivi t ies  receiving the highest  
average rat ings were:  4.6 volunteer  service to elderly 
people,  4 .5 taking pictures,  4.4 responding to inventories ,  
and 4.4 part icipat ing in the s imulat ion Curfew. The 
act ivi ty receiving the lowest  average rat ing was 2 .7,  
discussion of  t ransact ional  analysis . .  Table 9 summarizes 
the student  responses.  
Table 9 
Student Evaluation of Class Activities 
INSIDE CLASSROOM - by degree of initiative and involvement 
Activity 
Poor 
1 
Fair 
2 
Accept­
able 
3 
Good 
4 
Exce1-
lent 
5 
No. Av. 
Responding to Inventory 1 1 4 9 15 4 . 4  
Keeping Journal 2 2 7 6 17 4'. 
•Bransactional Analysis 1 5 7 5 1 19 2 . 7  
Propaganda Game 1 6 5 7 2 21 3 . 1  
Dilemmas 
Marilyn's dilemma 1 3 3 9 4 20 3 . 6  
Joe's dilemma 3 4 11 2 20 3 . 6  
Heinz's dilemma 4 8 11 23 4 . 3  
Simulat ions 
Incinerator 1 1 1 11 10 24 4 .2 
Minority Power 1 3 12 5 21 4 .4 
Curfew 1 9 10 20 4 .4 
In Classroom Average 3 . 8  
OUTSIDE CLASSROOM - by degre e of initiative and involvement 
Activ ity 
Poor 
1 
Fair 
2 
Accept­
able 
3 
Good 
4" 
Exce1-
lent 
5 
No. A v .  
Visit to County 
Comraiss ion 3 9 9 21 4 . 1  
Taking pictures 1 1 4 15 21 4 . 5  
Downtown Charlotte 
Survey (Stranger) 
1 10 8 19 4 .3 
Volunteer Service 
wAllison-Cannon 1 1 3 16 21 4 .6 
wcra ig-Adler 2 2 1 6 9 20 3 . 9  
bJohnson 4 1 3 10 4 22 3 . 4  
t>Sanders-McGow 5 5 9 19 4 .2 
Outside Classroom Average 4.1 
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The s tudents  in general  seem to have approved of  the 
act ivi t ies  of  this  seven-week s tudy.  No at tempt was made 
to  compare the act ivi t ies  of  the study to the act ivi t ies  
of  the language ar ts  and social  s tudies they had done 
previously.  By a  small  margin,  outside classroom act iv­
i t ies  rated bet ter  than inside classroom act ivi t ies ,  though 
a number of  inside classroom act ivi t ies  (part icipat ion in 
simulat ions and responding to the inventories)  rated 4.4 
on a 5.  (Excellent)  scale.  The s ingle highest  rat ing,  
4.6,  was given to the volunteer  service to elderly people,  
c losely fol lowed by taking pictures 4.5 (part  of  the 
communicat ion component) .  A variety of  act ivi t ies  making 
differing demands of  ini t iat ive,  ref lect ion,  and inter­
act ing that  test  one 's  competences in the social ,  academic,  
and physical  realm, appear to  be more than acceptable to 
these early adolescents .  
Student  journals .  From the beginning of  the s tudy 
the s tudents  made several  entr ies  each week in  their  per­
sonal  journals .  Class  t ime was taken to  assure that  a l l  
would have,  and take the t ime to  put  into their  own words 
the meaning that  different  c lass  act ivi t ies  had for  them. 
The f i rs t  entr ies  were br ief ,  recount ing more of  what  was 
done than how they fe l t  about  taking par t  in  the act ivi ty .  
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As the weeks s l ipped by,  the entr ies  were more reveal ing 
of  percept ions,  mot  ivat  ionsand ei ther  posi t ive or  
negat ive personal  feel ings evoked by par t ic ipat ion.  Among 
the subjects  of  entr ies  were responses  to:  the concepts  
of  t ransact ional  analysis ,  the game Propaganda,  the survey 
of  the downtown of  their  c i ty  for  amenit ies  to  newcomers ,  
the  s imulat ions (Minori ty  Power,  Curfew,  and Incinerator) ,  
the moral  di lemmas discussed,  the vis i ts  to  the county 
commission,  and v is i ts  to  each of  the volunteer  service 
s  i te  s .  
Other  observat ions.  Several  members  of  the Ramsay 
School  s taff  observed the c lass  during the case s tudy.  
Their  responses  tend to  relate  to  the immediate  observable  
act ivi t ies .  
Ms.  S . ,  diagnost ic  teacher  in  the Learning Laboratory,  
observed the c lass  during the f inal  s tage of  the s imula-
t ion Curfew.  Some s tudents  were playing the roles  of  c i ty  
counci lmen,  others  were playing the roles  of  protest ing 
s tudents .  Ms.  S .  noted that  the interest  of  the total  
c lass  was high,  that  the input  of  both groups ref lected 
cr i t ical  thinking,  and that  s tudents  made good evaluat ive 
s ta tements  a t  the conclusion.  She a lso noted that  ear ly  
adolescents  have dif f icul ty  in  control l ing a spir i ted 
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meeting.  She would opt  for  a more s tructured approach to 
this  act ivi ty.  
Ms.  B. ,  a  Language Arts ,  Social  Studies teacher,  
observed the group during the public  meeting s tage of  the 
simulat ion Minori ty Power.  She ref lected that  the s tudents  
revealed a budding awareness of  the confl ict ing interests  
of  voting blocks.  The s trategies used by the s tudents  
for  negotiat ing indicated some experience at  appraising 
the s trengths and weaknesses and needs of  other  groups,  
she sa id .  
The s tudents  were interviewed by me a t  the conclusion 
of  the s tudy.  Interviews were conducted during the school  
day in a workroom adjoining the classroom. I  asked and 
received consent  from each individual  to make an audio 
tape recording of  each interview. The fol lowing quest ions 
were asked of  each student:  
1 .  What act ivi ty was most  interest ing to you? Why? 
What act ivi ty was least  interest ing to you? Why? 
2 .  Would you recommend a c lass  l ike this  one to your 
best  fr iend? What would you te l l  that  person about  this  
class  ? 
3 .  If  you were the teacher,  what  changes would you 
make in  class  act ivi t ies? 
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4.  Do you feel  that  relat ions among s tudents  in this  • 
c lass  have changed? How? Have the relat ions between the 
students  and your teacher changed? How? 
5 .  How would you define community now? 
6.  Would you l ike to influence community affairs? 
How would you go about  i t?  
7.  Do you think everyone should have a say in commu­
ni ty affairs? Why? 
The case s tudy described in this  chapter  has l imita­
t ions for  repl icabil i ty.  I t  was not ,  of  course,  designed 
to prove a  hypothesis ,  but  instead to enhance inquiry into 
a model  of  experiential  ci t izen education for  early adoles­
cents .  I ts  value l ies  in the descript ion of  implementing 
the model .  The group studied was small  (24 s tudents)  with a 
part icular  social  class  configurat ion.  The quest ion of  what  
would happen with another  group with different  backgrounds 
and abi l i t ies ,  e tc . ,  must  remain open to further  research.  
Another l imitat ion is  the general izabil i ty of  teacher effect  
(motivat ion,  vested enthusiasm),  especial ly since i t  is  
clear  that  the success of  such programs is  related to the 
personnel  involved.  
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CHAPTER V 
DISCUSSION, IMPLICATIONS, AND CONCLUSIONS 
Discussion of  the Model  
This  disser ta t ion was undertaken as  an at tempt  to  
develop a  curr iculum model  for  act ive c ivic  educat ion.  
Through a  review of  the l i terature  and an analysis  of  
adolescent  c ivic  educat ion,  I  have in  Chapter  I  examined 
the work of  pol i t ical  scient is ts  on dimensions of  the 
pol i t ical  social izat ion of  youth.  In  Chapter  I I ,  I  re­
viewed the l i terature  on the nature  of  adolescence and 
American accommodat ion to  adolescence.  In  Chapter  I I I ,  
I  analyzed models  of  curr iculum and psycho-social  develop­
ment  that  seemed to  reach to  the hear t  of  a iding youngsters  
in  achieving personal  competence and social  responsibi l i ty .  
From concepts  that  proved meaningful  to  me,  I  created a  
model  of  act ive c i t izen educat ion for  an age group to  whom 
very l i t t le  at tent ion has been given,  par t icular ly  in  
instruct ion of  c ivic  responsibi l i ty .  A p i lot  and case 
s tudy are  reported in  Chapter  IV.  In  this  chapter  I  wish 
to  comment  on the major  issues  of  the disser ta t ion from 
the perspect ive of  the case s tudy and fur ther  ref lect ions 
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on the issues .  In  Chapter  IV,  I  indicated these quest ions 
were :  
1 .  Do ear ly  adolescents  feel  that  they have the com­
petence to  make meaningful  contr ibut ion to  community l i fe?  
Do they feel  they can inf luence the system? Do they have 
the tolerance to  accept  modif ied goals?  
2.  Do nurturing act ivi t ies  promote growth in moral  
reasoning and ego strength? Does contact  between adults  
and s tudents  in community work reduce al ienat ion? 
3.  What can communit ies  do to encourage meaningful  
social  and poli t ical  part icipat ion on the part  of:  youth? 
What i s  the relat ionship of  public  and private agencies 
and the school  in developing ci t izen education? What 
relat ionship wil l  develop between students  and leaders 
of  agencies,  and the recipients  of  help? 
A. How wil l  s tudents  interpret  inform 1 channels  of  
power in  local  agencies? 
5.  What i s  the role of  the teacher-- the curriculum 
coordinator  — in l inking the school  wi.cn pr ivate arid,  public  
agencies? Shall  only students  who vou:r .Cocr lor  the 
ci t izen act ion course be included.  . . .  Leasibi l i ty 
of  the social  act ion project dete-  M-udents ,  
s tudent- teacher ? 
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I  wil l  respond to these quest ions in the f i rs t  sect ion 
of  this  chapter ,  and in the second sect ion I  wil l  deal  with 
addit ional  quest ions that  arose as  the consequence of  my 
s tudy.  
Quest ions of  the Inquiry 
la .  "Do early adolescents  feel  that  they have the 
competence to make meaningful  contr ibution to community 
l i fe?" 
My ini t ial  research indicated very l i t t le  clari ty on 
this  quest ion.  Since then,  my review of the l i terature 
and my own research has led me to  some degree of  c lar i ty.  
I t  seems to me that  early adolescents  under certain cir­
cumstances can come to have a  sense of  urgency and compe­
tence about  community involvement.  
There is  l i t t le  in the l i terature to support  the idea 
that  early adolescents  feel  they have the competence to 
make meaningful  contr ibution to community l i fe .  Adelson 
(1972) has wri t ten of  the poli t ical  imagination of  the 
adolescent ,  Green (1972) and Greenstein (1972) have docu­
mented the concept  of  the real i t ies  of  poli t ics  to early 
adolescents;  but  none t reats  the competence to exert  influ­
ence in the community by this  age group.  Newman e t  a l .  
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(1977) and Poor (1976) report  on the vigorous applicat ion 
of models  for  adolescents  proper (16-19 years) ,  in  which 
these older  adolescents  have had impact  on the community.  
This  s tudy does lend some confidence that  a  course of  
s tudy that  emphasizes the s trengths of  early adolescents--
the urge to be act ive,  the need to nurture,  the desire to 
be competent ,  the zeal  for  working in groups for  mutual  
goals--does have a posi t ive effect  on the competence of  
early adolescents .  There was a  s ignif icant  increase (at  
the .01 level)  in the youngsters '  perception of  their  
capabil i ty of  effect ing meaningful  changes in their  commu­
ni ty and their  wil l  to do so,  in the category of  
"competence in the community" for  the Student  Perception 
of  Civic Competence test .  
One characteris t ic  of  the age,  indeed a s trength of  
early adolescence,  is  the need and desire to be competent .  
The curr iculum model  opened to the students  of  the case 
study new realms of  competence beyond academic achievement 
and social  ease among peers .  To early adolescents ,  making 
a meaningful  contr ibution in the community may have several  
dimensions.  I t  is ,  for  example,  t radi t ional  for  early 
adolescents  to col lect  money for  good causes,  and indeed,  
60% of  the s tudents  in the case study reported that  they 
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ha-d done so within the last  year .  This  case s tudy,  however,  
provided broader opportunit ies ,  and,  in  fact ,  the journal  
entr ies  indicated student  sat isfact ion growing out  of  
direct  service to the elderly.  
The quest ion ar ises as to what  competences are 
reasonable for  early adolescents  within the context  of  
r isk.  The role of  fund raiser  and helper  of  older  people 
is  one of  relat ively minimal r isk.  The s tudents  perceive 
the good ci t izen as "good boy,  good gir l ,"  Kohlberg s tage 
3 kind of  people,  passively support ing convention and the 
s tatus quo.  I  learned of their  very narrow tolerance for  
r isk when in describing the good ci t izen,  only 7% fel t  that  
he/she would join a poli t ical  party,  and only 20% fel t  that  
he/she would t ry to change things in government.  Early 
adolescents  have yet  to  see themselves as  "shakers and 
movers,"  and they are not  sure that  "nice people" work for  
s ignif icant  change in the community.  One can speculate on 
the resul t  had these thir teen year  olds chosen a community 
act ivi ty demanding a persuasive role involving controversy 
and confl ict .  Many adults  do not  understand the needs of  
young people and are not  l ikely to view with approval  
youngsters  as  advocates of  controversial  causes.  The 
possibi l i ty of  crushing reject ion looms large should early 
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adolescents  experience the real i ty  of  a t tempting to  have 
substant ia l  inf luence in  c ivic  affairs .  Is  i t  possible  
that  an exaggerated sense of  c ivic  competence presents  too 
great  a  hazard for  budding c i t izens? Can ear ly  adoles­
cents  develop competences appropriate  for  deal ing with 
high-r isk s i tuat ions? 
Erikson 's  vir tue of  la te  chi ldhood,  " I  am what  I  can 
make work,"  i s  a  c lass ic  def ini t ion of  competence by 
concrete  reasoning.  Sports  are  important  in  a  junior  high 
school ,  and to  some,  winning a  contest  could be equated 
with competence;  but  so too is  an excel lent  performance of  
the school  orchestra  where one 's  competence i s  used co­
operat ively ra ther  than competi t ively.  The age i s  making 
the t ransi t ion from concrete  to  abstract  reasoning,  and 
the concept  of  competence takes  on larger  dimensions.  
With abstract  reasoning comes the capaci ty  to  engage in  
ideological  dialogue,  which,  of  course,  means the confl ic t  
of  ideas .  We need to  confront  the quest ion of  how to  help 
s tudents  cope with the many complexi t ies  and f rustrat ions 
that  come with such dialogue.  With abstract  reasoning,  
the capabi l i ty  of  convent ional  and postconvent ional  moral  
reasoning arr ives ,  and with i t  the concepts  of  mutual  
responsibi l i ty  of  the individual  and society.  
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lb.  "Do they ( the students)  feel  they can influence 
the system?" 
The s tudents  expressed an interest  in having influence 
in the system. They were pleased to observe the give-and-
take of  community leaders,  both formal and informal.  The 
power they sensed at  meetings was exhilarat ing to them. 
Yet  in  responding to the interview at  the conclusion of  
the s tudy,  they had no well-conceived idea of  how power 
was gained or  wielded.  The notion of  leadership was 
appealing to some, but  only one boy spoke spec i f  ica l ly of  
s t rategies he used to gain leadership in a Scout  t roop.  
These s tudents  may develop into change/leader roles 
in late  adolescence,  or  in early adulthood,  for  now their  
choice is  a  support /fol lower role.  Many of  these young­
s ters  have not  observed within their  own family a 
rat ional/change orientat ion to local  affairs ,  with the 
possible exception of  some black middle class  youth.  
For a mode of  thinking that  sees success as  winning,  
as  having the highest  score,  or  the clear  tr iumph of r ight  
and just ice,  the real is t ic  outcomes of  community involve­
ment may a t  best  be incomprehensible and at  worst  ut ter ly 
disi l lusioning.  Again,  there is  danger in both set t ing 
sights  too high or  too low. In an ideal  course in act ive 
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cit izen education,  s tudents  would experience some wins and • 
some losses.  A program of reasonable length would provide 
some continuity in tasks and a  bet ter  perspect ive of  the 
mixed resul ts  of  civic endeavor.  
lc  .  "Do they have the tolerance to accept  modified 
goals  ?" 
My observat ion of  early adolescents  is  that  these 
youngsters  are continuously accepting modified goals;  and 
i t  appears that  the i rregular  progress they make in their  
search for  identi ty confirms a high degree of  tolerance.  
Friedenberg (1959) and Holt  (1974) contend that  many adults  
envy adolescents  for  the resi l ience they possess,  though 
no observer  can be bl ind to the pain and s tress  of  com­
promise when youngsters  have a  great  urgency to t ry things 
their  way.  
Hampden-Turner (1970) seems to define competence as  
the continued pursuit  of  goals  with the ant icipat ion of  
achievement.  Almond and Yerba (1965) also describe the 
vir tue of  competence as  that  which the individual  "expects" 
that  he can do.  There is ,  for  educators  and other  s ignif i­
cant  adults ,  the obligat ion to guide youth to a conscious­
ness of  the many faces of  competence .  For an age of  emerging 
identi ty,  having very l imited experiences to base cr i ter ia  
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of competence,  the inevitable frustrat ion and fai lures of  
community involvement,  the gap between hope and real i ty,  
may be overwhelming.  
Both the pi lot  and case study were of  short  durat ion,  
and as  I  ref lect  on the choices made by the s tudents  for  
community service,  I  see a l l  but  one were low-risk options.  
Helping the elderly in seasonal  yard and house maintenance 
and working at  poli t ical  headquarters  involved a minimum 
of  r isk,  but  the choice of  the pi lot  s tudy group to be 
companions to  stroke vict ims at  Hampton Hospital  involved 
great  r isk,  in my opinion.  The tremendous high experienced 
by the s tudents  was due,  of  course,  to  the posi t ive feed­
back from the pat ients  and could have as  easi ly ended a 
devastat ing low. On two occasions I  feared a lapse in the 
rapport  between the generat ions as  a s troke vict im 
struggled to communicate with an eager but  uncomprehending 
youngster .  To the rel ief  of  the pat ient ,  the s tudent ,  and 
myself ,  the s tudent  maintained f irm support  throughout .  
This  incident  would suggest  that  the task of  the educator/  
coordinator  must  be to  make a  judgment on the degree of  
tolerance for  frustrat ion and fai lure possessed by indi­
viduals  and to encourage or  discourage choices for  an 
act ive ci t izen project  based on that  tolerance.  
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Competence may be seen as the real is t ic  expectat ion 
of  effect ing one 's  intentions and as  such is  related to 
ego s trength,  but  these concepts  are not  synonotnous.  To 
many,  there is  a darker  s ide to ego s trength:  the conno­
tat ion of forceful ,  agressive,  and manipulat ive behavior .  
By contrast ,  competence may be seen as  being persuasive 
and intui t ive (Hampden-Turner)  .  Competence may also be 
seen as  having an evi l  as  well  as  a  r ighteous s ide.  The 
pickpocket ,  the con man,  the white col lar  cr iminal ,  
possess competence of  high degree,  but  a  negative social  
worth.  I t  is  competence within the context  of  social  
responsibi l i ty that  meri ts  the concern of  educators .  
The role of  the school  in developing the competence 
of  s tudents  requires discrimination.  Friedenberg (1959) 
maintains that ,  " the school  must  br ing i tself  to respect  a 
far  wider variety of  competence than i t  now does" (p.  217).  
The school ,  as  a social  inst i tut ion,  must  be select ive in 
the competences to be encouraged.  There are numerous 
competences the individual  s tudent  may wish to possess 
that . the school  has no part  in  fostering because they are 
ei ther  t r ivial  or  moral ly repugnant .  Competence may be 
seen as having dimensions of  intentions — physical ,  intel­
lectual ,  and of  the heart .  I  contend that  early 
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adolescents  have the need to be a l t ruist ic;  they need 
experiences of  personal  investment that  yield competence 
as  nurturers .  Feedback is  the fer t i le  soi l  promoting 
growth in competence in being good,  and always the r isk 
remains that  the individual 's  investment may fal l  on 
rocks,  with ei ther  no feedback or  negative feedback.  
The concerned adult  is  faced with these quest ions:  Just  
how much tolerance for  fai lure can an early adolescent  
handle,  and at  what  point  must  the educator  intercede to 
avoid a crushing experience to the s tudent 's  budding 
competence ? 
2a.  "Do nurturing act ivi t ies  promote growth in moral  
reasoning and ego strength?" 
Mosher 's  account  of  the counsel ing work of  adolescents  
led me to  hope that  nurturing act ivi t ies  appropriate for  
early adolescents  might  lead them to new ways of  thinking 
about  themselves in relat ion to others .  Hampden-Turner 's  
model  of  psycho-social  development leans heavily on the 
investment of  self  with others  and the r isk-taking that  
has the potential  for  mutual  enhancement.  The extension 
of  these models  to  early adolescents  within an appropriate 
set t ing appeared a reasonable developmental  task.  
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In planning this  study,  I  did not  determine the 
act ivi t ies  in which the s tudents  would part icipate.  I  
at tempted to make possible a number of  a l ternat ives,  but  I  
lef t  a choice among the al ternat ives to the s tudents .  
Tutoring primary age chi ldren was an al ternat ive,  but  only 
a few students  expressed an interest  in working with young 
chi ldren.  The pi lot  s tudy group experienced direct ly the 
nurturing act ivi ty of  being companions to and helping 
terminally i l l  pat ients .  They also experienced the less  
emotional  and intensive act ivi ty of doing house and garden 
work for  ambulant  older  people,  as  did the case s tudy 
group.  At the t ime the s tudents  went  to  the hospital ,  
they had had no part  in discussing moral  di lemmas;  for  
that  reason I  had no way of  assessing a level  of  moral  
reasoning before or  af ter  the nurturing experience.  
Only the s tudents  of  the case study kept  journals .  
Entr ies  af ter  service to the elderly would suggest  that  
experiences in doing for  the elderly what  they cannot  do 
for  themselves do promote ego s trength among s tudents ,  
as  these quotes from student  journals  indicate:  
"I  could understand why Mrs.  C.  could not  help her  
own self  to clean her  yard.  I  real ly enjoyed myself  
helping an older  person" and M i  found that  I  could be 
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very,  very useful .  She (Mrs.  J . )  was very happy with the 
services that  we gave her ."  
My impression is  that  journal  entr ies  support  the 
notion of  increased ego s trength as a resul t  of  nurturing 
act ivi t ies .  My sense is  that  the s tudents  were,  in  
essence,  saying,  "We l ike to be actors ,  ini t iators ,  and 
givers;  seeing the consequence of  the use of  our competence,  
in  the appearance of  the exterior  of  a  house,  or  yard and 
garden,  or  the smile of  approval  of  an older  person,  makes 
me feel  good." 
The wil l  to  be act ive and to have an impact  in  the 
community is  the f i rs t  and essential  s tep toward part ici­
patory ci t izenship.  In engaging in the real i t ies  of  
confl ict ing interests  of  community affairs ,  the ci t izen 
faces his  moment of  t ruth.  Can he make ought- is? Does he 
possess,  or  wish to possess,  the interpersonal  ski l ls  to 
interact  effect ively with other  equally caring ci t izens? 
I  never interpreted ego s trength for  ei ther  the 
pi lot  or  case s tudy.  However,  my impression is  that  such 
experiences can have the effect  of  a t  least  building a 
s turdy self- image.  The response to persis tence toward 
goals  in S.P.C.C.  would appear to  indicate a growing 
determination to achieve one 's  goals .  Educators  must  be 
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concerned that  early adolescents  select  goals  (ei ther  for  
self ,  or  a group) that  are chal lenging.  Young people need 
the sat isfact ion of taking a reasonable r isk for  conse­
quent  growth.  Linking success with competence and ego 
s trength is  a  fal lacy in thinking by the young person who 
avoids a l l  challenges because the chance of  fai lure is  too 
fearful .  
Ego s trength becomes an elusive quali ty,  seemingly 
beyond the reach of  the cop-out ,  dropout  youngster .  Is  i t  
because ego s trength is  so largely a function of  recog­
ni t ion by others? Is  this  because schools  have,  as  
Havighurst  and Holl ingshead accuse,  too narrowly defined 
the areas for  bestowing rewards? Are the competences 
worthy of  recognit ion only those measured by pencil  and 
paper tests? Is  there a great  waste of  human potential  in 
a narrowly conceived curr iculum--part icularly that  of  
c i t izen education? 
2b.  "Does contact  between adults  and s tudents  in 
community work reduce al ienat ion?" 
I  posed this  quest ion when I  was engrossed in the 
models  of  Newmann and also Mosher,  both of  which deal t  with 
high school  s tudents  interact ing with adults .  Adolescents  
(16-19 years)  are developing to a crescendo of  
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rebell iousness,  and they may be expected to disassociate 
themselves from people who may curb their  urgency for  
independence .  I  had a  picture in my mind of  the "genera­
t ion gap" of  popular  usage,  that  adolescents  had turned 
away from the warmth and t rust  of  adults ,  that  they had 
del iberately disassociated themselves from older  people in 
the community and become t ruly estranged.  And,  in  turn,  
I  fel t  that  the nuclear  family and housing pat terns had 
isolated older  people from young people,  so that  conse­
quently a sense of  indifference,  of  disaffect ion,  even 
animosity,  existed between the generat ions.  Therefore 
this  quest ion i l lustrates  some preconceptions on my part ,  
indicat ing that  I  was somewhat off  target  in ant icipat ing 
encounters  of  youth and adults .  If  one is  to bel ieve that  
these s tudents  responded honest ly to the inventory,  
Att i tudes Toward Older People,  and I  have no reason to 
doubt  i t ,  these early adolescents  were general ly accepting 
and appreciat ive of  older  people and had some concern for  
their  needs.  That  i t  was the s tudents '  choice to invest  
their  off-campus t ime helping the elderly appears to 
confirm that  as  far  as  the youngsters  were concerned,  
perhaps they fel t  a sense of  separat ion,  but  no al ienat ion 
existed between them and a  generat ion of  older  people.  
200 
The older  people who were helped appeared to enjoy the 
swirl  of  productive act ivi ty at  their  homes and the good-
natured banter  among the s tudents .  All  of  the older  
people expressed appreciat ion to the youngsters  for  a job 
well  done.  I  have no idea what  they expected from indi­
viduals ,  or  a  group of  early adolescents ,  but  the older  
people must  have had a  favorable impression of  early 
adolescents ,  because the Council  on Aging had their  con­
sent  for  having a group come to service the house and yard.  
So,  having no evidence that  al ienat ion real ly existed 
between the generat ions,  this  quest ion has l i t t le  meaning 
here.  
The data col lected in this  study does not  suggest  
that  youngsters  and older  people were al ienated,  unless 
one might  say that  the very favorable perception of  older  
people indicated in the inventory,  Att i tudes Toward Older 
People,  suggests  an ideal izat ion of quali t ies  of  a  set  of  
"grandparents" and therefore a distance from the elderly.  
My impression is  that  this  is  not  a sat isfactory expla­
nat ion of  the response of  these early adolescents .  Several  
of  these youngsters  l ived with grandparents  rather  than 
parents .  The sketches (Appendix G) the s tudents  made of  
themselves as  70 year  olds are of  such diversi ty that  one 
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can only conclude that  older  people are seen as individuals  
rather  than stereotypes.  
The s tudents  did sketches of  themselves as  70 year  
olds as  an extension of their  response to the inventory of  
the at t i tude toward older  people.  The sketches have been 
arranged in a series  of  col lages A-F and are to be found 
in Appendix G. I  interpret  the sketches as  confirming the 
inventory responses that  indicate that  the s tudents  see 
older  people as  individuals .  Reflected in the sketches 
are the dual  concepts  of  the physical  consequences of  
aging and the individual 's  ego s trength.  For example,  
those f igures in the park (A) are small ,  inconsequential  
people,  not  f i rmly rooted in any environment.  The s tudents  
have yet  to  establish a clear  and sharp identi ty.  Their  
old-age image lacks discernible character  in much the same 
way they probably view their  own early adolescence.  
In (B) a  home, e i ther  their  own or  an inst i tut ion,  
these male and female f igures have lost  some mobil i ty.  
There is  a sense of  withdrawal and resignation among the 
group.  Yet  other  youngsters ,  though conceiving the 
physical  changes of  aging ( the loss of  hair  and a t r im 
f igure)  view themselves as  s trong,  wise patr iarchs (C).  
The grandmothers (D) do not  appear to fare so well  as  the 
202 
grandfathers .  Figures Dl and D2 are sedentary,  though Dl 
maintains pride in her  appearance while D3 and D4 con­
trast  the dowdy and chic image of  grandmother.  
In (E) the f igures are vir i le .  El  is  sexually act ive,  
E2 is  functioning at  the peak of  his  profession,  and E3 
continues to work out  in the gym, though debauchery has 
made inroads on his  appearance and mobil i ty.  
Final ly,  in (F) the contrasts  of  a  perceived future 
are to be seen in Fl ,  a scarcely discernible pair  of  wings 
on Cloud 9;  F2,  one rest ing in peace;  while F3 is  a f igure 
challenging the twenty-f irs t  century to do him in.  
The s tudy was in i ts  second week when s tudents  
responded to the at t i tude toward older  people and did 
these sketches.  
Though I  am aware of  the t ragic exploi tat ion and 
preying upon the elderly by early adolescents  in decaying 
neighborhoods of  large ci t ies ,  this  study revealed none 
of  such host i l i ty.  i  was surprised that  s tudents  of  both 
the pi lot  and case study chose to work for  elderly people.  
I t  occurred to me that  the choice of  the case study group 
was influenced by the highly successful  experience of  the 
pi lot  s tudy;  yet  even granting this ,  there remains for  me 
no explanation for  the original  choice of  the pi lot  s tudy 
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group.  I t  is  possible that  the older  people and early 
adolescents  have quali t ies  in common that  are not  readily 
apparent .  A c lose look reveals  that  they both are vul­
nerable,  dependent ,  proud,  and naive.  They have an urgency 
for  personal  aff irmation;  they share a sense of  beauty.  
They want  to  make the best  use of  the s trengths of  their  
respect ive ages,  for  youth and the elderly must  be both 
"givers  and receivers ."  
In any sense,  I  came away feel ing that  the bridge 
between early adolescents  and adults  is  less  formidable 
than I  had ant icipated,  part icularly i f  the generat ions 
have real is t ic  expectat ions of  each other .  In a  society 
that  tends toward isolat ion and therefore toward al ienat ion 
of  age groups,  s tereotypes must  be rejected in favor of  
mutual  understandings of  needs and competences.  
3a.  "What can communit ies  do to encourage meaningful  
social  and poli t ical  part icipat ion on the part  of  youth?" 
In highly industr ial ized societ ies  youth are urged to 
excel  at  school .  There are few opportunit ies  to acquire 
ski l l  not  related to academic l i fe .  Adolescents  yearn 
for  autonomy; few opportunit ies  are presented by the 
community to  t ry out  emerging competences.  Bronfenbrenner 
(1970) describes the highly s tructured government-sponsored 
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organizat ions for  Soviet  youth.  The need to be involved 
in the larger  community is  universal  for  adolescents ,  and 
though American youth would be turned off  by the heavy 
indoctr inat ion of  the structured Soviet  model ,  they too 
need to be needed.  To a large degree,  the freedom of our 
society and the f lexibi l i ty of community agencies may 
cause a gap between them and young people.  
I t  would seem that  i t  is  up to the schools  to ini t iate  
cooperat ive efforts  for  the benefi t  of  youth.  In the 
planning stages for  the pi lot  s tudy,  the Voluntary Action 
Center  (VAC) of  United Community Services was contacted,  
resul t ing in a prompt response from that  off ice.  Though 
the services sol ici ted by VAC that  early adolescents  might  
perform were l imited,  the director  explained that  there 
were services,  part icularly for  Council  on Aging,  that  
the students  might  do.  Both poli t ical  part ies  welcomed 
the part icipat ion of the s tudents  as  did the Sierra Club 
and a county hospital  for  the terminally i l l .  I t  is  my 
observat ion that  service clubs and private agencies think 
of  joint  act ivi t ies  with the school  in terms of  fund 
rais ing and essay contests ,  meaning that  these agencies 
have l imited concepts  of  the competence 'and potential  
services early adolescents  can render.  On only one 
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occasion did a community group seek out  a  group of  s tudents ,  
which was af ter  they had been contacted about  services that  
the pi lot  s tudy might  do.  The occasion was the arr ival  of  
a  nat ional  poli t ical  f igure during the campaign of  1976.  
The s tudents  eagerly accepted the invitat ion to greet  the 
visi tor ,  made placards,  personally welcomed the poli t ical  
person,  and on the s i te  met the mayor of  the ci ty and the 
chairperson of  the county commissioners.  
Communit ies  have a s take in the poli t ical  social iza­
t ion of youth.  The Reverend Jesse Jackson contends that  
volunteer  service to the community is  an integral  part  of  
PUSH for  excel lence.  One might  expect  quite  different  
acceptance of  the part icipat ion of  youth in poli t ical  and 
social  concerns in different  communit ies .  The Civi l  
Rights  movement has given many black youngsters  the oppor­
tunity of  being a  part  of  s ignif icant  changes.  However 
lacking in taking part  in the refinements of  policy 
making,  black youth have made use of  their  presence and 
vi tal i ty to have an impact  on issues.  Middle class ,  youth,  
possessing some leisure and material  advantages,  have had 
the option to become involved in community affairs .  
Working class  white youngsters ,  for  the most  part ,  lack 
parental  modeling for  civic part icipat ion and expect  to 
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contr ibute l i t t le .  I t  seems to me that  public  schools ,  as  
the social  inst i tut ion dedicated to developing to the 
ful lest  the potential  of  chi ldren of  a l l  races and social  
classes,  must  rely on the community to  help extend the 
competence of  young ci t izens.  Opening l ines of  communi­
cat ion is  a two-way s treet .  Though the school  should 
ini t iate  expanded programs and ar t iculate the l imits  of  
s tudents '  capacit ies ,  agencies within the community should 
accept  as  opportunity and obligat ion a part  in orient ing 
young people to civic involvement.  
3b.  "What i s  the relat ionship of  public  and private 
agencies and the schools  in the development of  c i t izen 
education?" 
In every instance,  when approached,  the private or  
public  agency responded favorably to the offer  of  early 
adolescents  as  volunteers ,  though i t  sometimes took t ime to 
f ind appropriate assignments for  them. Also,  in  every 
instance,  when the early adolescents  had completed worthy 
service,  the agency(s)  suggested further  tasks.  The l imit  
to service,  then,  was placed by the school ,  and largely 
hinged on schedule,  t ransportat ion,  and the convenience of  
cooperat ing teachers.  Later  in this  chapter  a discussion 
of  the role of  the teacher/coordinator  wil l  give further  
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insight  into the potential  of  the joint  effort  of  the 
community and school  in developing a viable program of 
act ive ci t izen education.  
However,  in  the short  t ime of  the pi lot  and case 
s tudy,  no serious problems arose;  yet  over a  period of  < 
t ime one could expect  the matter  of  commitment of  
agencies to be of  concern.  The educative function of  the 
school/agency relat ionship would have to remain dominant  
with no compromise to  the temptat ion to patronize or  
exploi t .  The agencies would f ind that  their  investment 
would require considerable t ime:  t ime for  feedback of  
immediate concerns and t ime for  long-range development of  
understanding of  the needs as  well  as  the potentials  of  
youth.  A continuing working relat ionship for  the mutual  
enhancement of  the goals  of  the agency and the education 
of  young ci t izens would require an important  and enduring 
commitment of  energy.  
3c.  "What relat ionship wil l  develop between s tudents  
and leaders of  agencies and the recipients  of  help?" 
Leaders of  public  and private agencies,  from my 
observat ion,  welcome the services of  early adolescents  jLf 
a  school  person is  responsible for  the ini t ial  preparat ion 
of  s tudents  for  the tasks and i f  the school  provides 
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t ransportat ion and supervision.  A le t ter  from the director '  
of  the local  Council  on Aging wri t ten to me s tates  the 
favorable acceptance of  the labors of  the youngsters  of  
the case s tudy.  Those older  people who were recipients  
of  the house and garden tasks had very l i t t le  t ime to 
converse with ' the students ,  as  the tasks were accomplished 
in whirlwind fashion;  yet  a l l  (older  people)  came to the 
bus to shake hands and express thanks for  a job well  done.  
The most  vis ible and dramatic response to the service 
encounters  came from the service the pi lot  s tudy group 
rendered to the terminally i l l  at  Hampton Hospital :  The 
pat ients  were quiet ly pleased;  the students  were ex­
uberant  .  
In summary,  I  would say that  there exists  among 
private and public  agencies a substantial  potential  for  
cooperat ive efforts  with the schools  in ci t izen education;  
the responsibi l i ty for  get t ing these act ivi t ies  underway 
appears to rest  with educators .  A well-established and 
mutually productive program l inking school  with community 
inst i tut ions would necessi tate  considerable commitment of  
resources,  t ime,  and energy.  Educators  should not  
countenance the use of  s tudents  by agencies for  public  
relat ion purposes or  as  a source of  cheap labor.  Instead,  
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all  concerned must  recognize and endorse the educative 
function of  such act ivi t ies  to be of  prime importance.  
4 .  "How wil l  s tudents  interpret  informal channels  of  
power in  local  agencies?" 
The s tep from unquest ioning acceptance of  what  one is  
told of  the s tructure and process of  public  inst i tut ions 
to a recognit ion of  the good and evi l  of  the impact  of  the 
human condit ion on these inst i tut ions is  at  the heart  of  
the adolescent  experience.  The recognit ion of  the in­
formal originates as  thinking goes beyond noting the ob­
vious to the conception of  al ternat ives and motives.  
Ignorance of  the nature and magnitude of  informal channels  
of  power forever keeps the individual  a  spectator  rather  
\ 
than a part icipant  in community affairs .  
The responses to the Student  Perception of  the Degree 
of  Agreement of  Signif icant  Adults  indicate that  s tudents  
expect  business leaders and union leaders,  the wealthy and 
poor people,  and people in different  poli t ical  part ies  to 
disagree most  of  the t ime (see Appendix B) .  More to  the 
point ,  responses to the Student 's  Perception of  Charac­
ter is t ics  and Responsiveness of  Elected Representat ives of  
Local  Government indicate a general ly posi t ive expectat ion 
of  responsiveness of  elected off icials  to the pet i t ions of  
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individuals  and informal groups (see Table 3) .  The 
s tudents  responded to this  inventory immediately af ter  
having at tended a meeting of  the county commissioners,  
when a  private agency (Babe Ruth baseball  sponsors)  and a 
public  agency (representat ives of  the ci ty-county school  
system) were making confl ict ing demands of  the commis­
s ioners.  The s tudents  were cognizant  of  the obligat ion of 
e lected off icials  to act  fair ly when presented with con­
f l ict ing interests ,  private and public .  
In their  journals  s tudents  were more cr i t ical  of  
commissioners who remained s i lent  than those entering into 
the give-and-take of  the confl ict .  In a geographic area 
noted for  avoidance of  public  confl ict  as  "not  nice,"  
these early adolescents  seemed to accept  the inevitabi l i ty 
of  confl ict  and to approve a vigorous effort  for  resolu­
t ion so long as no person or  group dominated the encounter  
or  at tempted to int imidate the opposing part ies .  
The concept  of  informal and formal distr ibution of 
power in  community affairs  is ,  in the youngster 's  eyes,  
" the way things real ly work" in contrast  to "the way i t ' s  
'sposed'  to  be."  Street  learning of  the inner c i ty child 
brings him sooner to the recognit ion of  pol i t ical  real i t ies  
than the suburban,  youngster;  yet  the incompleteness of  
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those perceptions can lead to disi l lusionment (Green) and 
cynicism. The school  has the opportunity and the obliga­
t ion to drat tf  f rom the experiences of  youngsters  in their  
primary groups to general ize on the essentials  of  how 
decisions are made (uses of  resources) ,  the price and 
privi lege of  leadership,  the granting or  withdrawal of  
support ,  the ar t  of  negotiat ing for  priori t ies ,  the estab­
l ishment of  rules by peers ,  and the s trategies for  changing 
those informal rules.  
Reading a  recent  work of  Seymour Sarason has given me 
a  broader perception of  the potential  of  informal power.  
In Human Services and Resource Networks,  Sarason describes 
social  networks and gives an account  of  the involvement of  
high school  teachers and their  s tudents  in research of  a  
community concern,  the quali ty of  water  and the effects  on 
i t  of  local  road building.  An informal coal i t ion that  
came to be known as  the Essex network spanned the formal 
and informal agencies having an interest  in the inquiry.  
The research had the advantage of  f lexibi l i ty and also 
the opportunity to draw from a broad base of  interests .  
The resources were mult ipl ied without  an increase in cost ;  
the resul t  was productive for  the community and provided 
for  universi ty teacher t rainers ,  teachers,  high school  
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students ,  and private agency people to learn,  to exchange 
ideas,  to be recognized for  competence,  and to contr ibute 
to community concerns-- in a word,  to  be actual ized.  
In a successful  project  such as  the Essex network's  
contr ibution,  the origins of  the f low of resources were 
unpredictable;  they were generated from informal conver­
sat ion that  gl impsed possibi l i t ies .  The perception of  
opportunit ies  involves a different  mind set  for  community 
involvement,  not  that  of  problem defini t ion mostly con­
cerned with lack of  resources (mainly material) ,  but  
instead that  of  seizing opportunit ies  because of  the 
presence of  human resources whose ta lents  and needs are 
interconnected.  I  perceive that  there exists ,  then,  two 
s ides of  informal power:  one in which t radi t ionalis ts  and 
vested interests  maintain advantages to self  and agency 
through behind-the-scenes manipulat ion,  the other  making 
use of  the needs and talents  of  "who you know" in the 
wealth of  acquaintances in public  and private l i fe .  These 
l inkages can form networks of  human resources that  in turn 
have the f lexibi l i ty of deal ing with ever  changing com­
munity concerns.  Could i t  be that  early adolescents ,  in  
expanding their  consciousness of  the s tructure and 
services of  community agencies,  may through voluntary 
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part icipat ion come to recognize informal power as  having the 
potential  for  preserving and enhancing the prerogatives of  
already advantaged people—and on the other  hand,  cut  through 
the cumbersome folds of  bureaucracy to al low direct  act ion 
on matters  of  immediate concern to diverse const i tuencies? 
An incident  late  in the case study i l lustrates  how s tu­
dents  may become aware of  informal s trategies.  Some s tudents  
were invited to a meeting of  the executive committee of  the 
Council  on Aging to receive a commendation for  the services 
of  the group to older  people.  The f i rs t  i tem on the agenda 
of  the meeting was the cost  of  ambulance service for  the 
elderly.  The s tudents  overheard the mapping of  s t rategy,  
the mobil izat ion of  resources,  people and agencies that  
could be helpful  in achieving the object ive of  f ree ambulance 
service for  those over 65.  The ta lk centered about  the use 
of  the media and of  possible t rade-offs  with the county 
commiss ioners .  
Later  the students  were recognized and asked to extend 
the grat i tude of  Council  on Aging to a l l  the part icipat ing 
students .  As the s tudents  were leaving,  the person respon­
sible for  Meals  on Wheels ,  a  federal ly funded program for  
providing hot  and nutr i t ious meals  to  elderly shut- ins,  
fol lowed the students  into the hal l  and asked them whether  
they would l ike to volunteer  to r ide in vans and s tat ion 
wagons to  del iver  meals  to  older  people.  The s tudents  were 
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enthusiast ic ,  and I  saw an opportunity for  them to reach 
another  set  of  older  people,  the homebound.  In serving 
these people,  the s tudents  might  gain a perception of  the 
needs and the courage of  people who remain in their  own 
homes under adverse condit ions to retain a measure of  inde­
pendence.  By extending service to another  group,  s tudents  '  
might  make use of  their  competence to supply,  on a  regular  
basis ,  a  brief  but  fr iendly interact ion with an older  per­
son,  having the role of  "giver" in bringing a welcome hot  
meal  and also words of  cheer .  
Later  I  learned of a  confl ict  among private and public  
agencies with overlapping services to the elderly.  The 
« 
director  of  Council  on Aging observed the overture of  the 
coordinator  of  Meals  on Wheels  to  the s tudents .  Later  she 
suggested to me that  the youngsters  might  instead invest  
t ime with a private church-related group that  had fewer re­
sources for  essential ly the same service (preparing and dis­
tr ibuting meals  to  the elderly.  The consolidat ion and main­
tenance of  agency boundaries became apparent  in this  incident .  
The role of  the teacher/coordinator  in helping youngsters  
sort  confl ict ing needs could be i l lustrated by this  incident .  
I  am confident  that  given the opportunity of  assessing the 
needs and potentials  for  volunteer  service,  early adoles­
cents  could make appropriate decisions.  
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However,  there are concerns about  early adolescents  
and informal power.  Is  the concept  of  informal channels  
of  power threatening to vulnerable youngsters;  is  i t  
disruptive of  an orderly sense of  continuity? Will  i t  seem 
to be dishonest  to earnest ly moral  youngsters? I t  need not  
be.  Given the authentic  and intense investment of  caring 
adults ,  both educators  and community agency people,  early 
adolescents  may begin to develop real is t ic  and wholesome 
concepts  of  what  can be expected of  individuals  and agencies.  
I t  seems possible that  ideal ism tempered by real ism may be 
achieved by sharing the complete s tory with youngsters--not  
a l l  black--not  a l l  white--but  the gray of  the human condi­
t ion.  
5a.  "What is  the role of  the teacher/coordinator  in 
l inking the school  with private and public  agencies?" 
Beyond my own intense experience in l inking school  to 
community,  I  found some reading and an interview helpful  
in defining the dimensions of  this  task.  
Fred Newmann gives a l imited concept  of  the respon­
sibi l i t ies  of the "community teacher" in his  1975 book,  
Education for  Cit izen Action,  project ing a minimum of  
coordinat ion for  the task.  However,  the reader must  keep 
in mind the set t ing for  Newmann's  f i rs t  efforts :  Madison,  
Wisconsin,  a  universi ty s i te  with l iberal  and sophist icated 
at t i tudes.  Much of  his  concern was to  convince the public  
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that  the social  act ion projects  did have academic sub­
stance.  He rel ied on a c i t izen 's  advisory committee to  
interpret  the project  to  the community,  to  advise on 
policy,  to locate and secure resources,  and to provide a  
broad base of  support .  On the basis  of  my experience,  I  
agree that  a prest igious advisory committee would be 
indispensable to any program having continuity.  
The community teacher has the onus of  seeing that  the 
special  act ivi t ies  of  a  ci t izen act ion group do not  create 
a privi leged group i rr i tat ing the larger  s tudent  popula­
t ion by disturbing others .  Added to  this  is  the in-school  
problem of  possibly becoming a catchall  for  s tudents  who 
f ind a l l  academics distasteful  and who would welcome the 
opportunity to "f ind themselves" in the community.  In 
other  words,  the community teacher occupies a  posi t ion 
requir ing great  sensi t ivi ty for  in-school  and community 
relat ions,  and in that  capacity serves as  a general  
faci l i tator  for  the endeavors of  individuals  and groups 
of  s tudents  in the community.  The teacher/coordinator  
seeking the acceptance and support  of  community agencies 
would at tempt to sensi t ize the cooperat ing agencies to 
the nature of  early adolescents .  A workshop for  agency 
people might  serve to raise their  level  of  consciousness 
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by informing them of the long-range benefi ts  that  may 
accrue as  a resul t  of  youthful  part icipat ion within com­
munity organizat ions.  Part icipat ing in the educative 
process should be consistent  with the service orientat ion 
of  agencies.  Fusion,  the meeting of  the needs of  indi­
viduals  and the organizat ion,  is  the overal l  goal  to be 
conveyed to agencies by the teacher/coordinator .  A 
possible model  for  this  fusion function can be seen in 
the work of  Sarason et  al .  (1977).  
I  found l iving exemplars  of  the community service 
integrator  in Sarason's  (1977) account  of  the role of  
Mrs.  Dewar in  the Essex network;  and in an interview with 
Poor (1976),  I  learned of  other  lay persons whose concept  
of  the potential  of  human resources served to ini t iate  
a program of internships for  high school  s tudents  in a 
mult i tude of  service agencies.  Sarason apt ly described 
the contr ibution of  a  person of  influence in the commu­
ni ty who "matched" resources with needs for  the mutual  
benefi t  of  the helper  and the recipient  of  help.  The 
broad perspect ive of  Mrs.  Dewar saw volunteers  as  more 
than people motivated by al t ruism and more than "objects  
of  ut i l i ty" (p.  40) by agencies,  but  instead as individuals  
bent  on self-actual izat ion.  Schools  occupying a central  
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posit ion in community l i fe  became an integral  part  of  the 
matching of  isolated community resources with the latent  
power of  s tudents .  Sarason's  descript ion of  the talents  
and commitment of  general is t ,  Mrs.  Dewar,  i s  closely 
related to that  of  the key persons who launched a network 
of  social  services in Greensboro,  N.  C. ,  as  related by 
Poor,  the in-school  coordinator  of  Social  Service Seminar 
(S.S.S.)  for  seniors  at  Page Memorial  High School .  The 
genesis  for  this  successful  program began among influential  
people in the community.  A broad base of  support  was 
secured early,  and short ly a s teering committee surveyed 
agencies to determine need and wil l ingness to cooperate in 
an educational  endeavor.  The success of  the program may 
be measured by the growth from a select  17 academically 
talented group in 1973 to a much larger  and heterogeneous 
group that  now works with approximately 50 community 
agencies.  Though Poor insisted that  credit  for  the success 
of  the program must  go to the dedicated laymen on the 
advisory committee,  one senses in her  person a sensi t ivi ty 
to youth and the diverse needs of  community agencies,  a  
contagious vi tal i ty,  the professional  competence that  
prepares youngsters  for  coping with the many faces of  
human need,and the f lexibi l i ty necessary for  deal ing not  
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only with cl ients  but  also with agency leaders.  These are 
essential  quali t ies  for  the teacher/coordinator .  
The two-hour weekly sessions of  the pi lot  s tudy over 
an academic semester  yielded what  I  most  earnest ly sought:  
the assurance that  some community agencies would f ind the 
service of  early adolescents  acceptable and would,  in  
turn,  be pleased to contr ibute to the educative process 
of  developing community awareness among youth.  Perhaps 
people in poli t ical  headquarters  were most  conscientious 
in assuring that  s tudent  volunteerism was mutually bene­
f icial  (and the students  responded enthusiast ical ly to 
this  at t i tude).  The headquarters  s taff  careful ly set  
forth a diversi ty of  tasks that  s tudents  could accomplish 
and explained the necessi ty.of  those tasks in a pol i t ical  
campaign.  Furthermore,  a  number of  candidates came by to 
meet  the youngsters  and to express appreciat ion for  their  
efforts .  As a  resul t ,  when the case study began,  I  had 
more knowledge of  opportunit ies  in the community appro­
priate  for  early adolescents .  I t  is  my bel ief  that  the 
"heady" experience of  the pi lot  s tudy group at  Hampton 
Hospital  influenced the case s tudy group to choose to work 
with older  people from among several  al ternat ives.  I t  
was a  choice they seemed not  to  regret .  I  observed a 
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sense of  sa t isfact ion among the group as  we re turned to  
school  on the bus.  
In  summary,  i t  appears  to  me that  the teacher/  
coordinator ,  or  community teacher  team, for  an es tabl ished 
and ongoing c i t izen act ion curr iculum would have need of  
an advisory commit tee  having a  broad base and the 
capabi l i ty  of  handl ing publ ic i ty  and general  pol icy 
decis ions.  Final ly ,  the teacher 's  (s ' )  role  is .  chief ly  that  
of  integrator ,  a  coordinator  whose task is  a  synthesizing 
of  the interdependent  educat ional  demands of  individuals  
in  a  cul ture  re lying on the resourcefulness  of  par t ic i ­
pat ing c i t izens.  
5b.  "Shal l  only s tudents  who volunteer  for  the 
c i t izen act ion course be included?" 
An answer to  this  quest ion is  informed by the experi­
ences of  Newmann,  Mosher ,  Massey,  and Poor  as  wel l  as  my 
own experiences  with a  pi lot  and case s tudy.  Newmann's  
in i t ia l  work in  the Community Issues  Program, 1969-1971,  
was avai lable  to  a l l  s tudents ,  grades 9-12,  a t  an 
a l ternat ive high school .  He reports  that  s tudent  evalu­
at ions of  the experience were posi t ive,  and Newmann gained 
from the experience ideas  for  extending a  systematic  con­
cept  of  a  c i t izen act ion program. When he,  Bertocci ,  and 
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Landsness  publ ished Ski l ls  in  Ci t izen Action in  1977,  the 
recommendat ion was s t i l l  that  the course be offered to  
a l l  s tudents ,  but  only for  grades 11 and 12.  The reasons 
for  res t r ic t ing admission to  older  s tudents ,  according to  
Newmann,  are  that  cogni t ive abi l i ty  for  formal  operat ions 
is  desirable  for  vigorous involvement  in  publ ic  issues .  
Mosher  and Sul l ivan 's  curr iculum in moral  educat ion 
for  adolescents  (1976,  p .  239)  was offered as  an e lect ive 
to  grades 11 and 12 in  the ear ly  sevent ies .  By 1976,  he 
fe l t  assured that  
adolescents  can create  genuine s tudent  self-government  
become ski l l ful  in  conduct ing and par t ic ipat ing in  
democrat ic  groups,  and acquire  higher-s tage moral  
reasoning in  so doing.  (1977,  p .  177)  
Massey 's  s tudents  were a l l  volunteer  from publ ic  and 
pr ivate  schools  within one community.  Some of  his  s tudent  
were 'motivated to  volunteer  because they needed the credi t  
to  graduate  and could e i ther  avoid summer school  or  a  
postponement  of  graduat ion by par t ic ipat ing.  Some of  
Massey 's  s tudents  were foot-draggers  who never  commit ted 
themselves  to  community act ion.  
Poor 's  s tudents  are  a l l  volunteer ;  as  a  mat ter  of  
fact ,  even the great ly  expanded program of  S.S.S.  is  
highly select ive among volunteers ,  a l l  of  which makes a  
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comparison of  my p i lot  and case s tudy interest ing.  The 
pi lot  s tudy (18 s tudents  for  15 weekly sessions)  was a l l  
volunteer ,  but  the case s tudy (24 s tudents  for  7 weeks of  
dai ly  sessions)  had no volunteers .  The a l l -volunteer  
pi lot  s tudy group was homogeneous in  one respect ;  they had 
an urgency to  be act ively involved with people  and to  
fur ther  the cause of  brotherhood.  This  group funct ioned 
extremely wel l  in  a  number of  s i tuat ions and chose to  
contr ibute  to  some service ( to  s t roke vict ims)  that  in­
volved a  high degree of  r isk.  None of  the heterogeneous 
case s tudy group were volunteers .  Though they ware re­
served and of ten slow to  respond to  new tasks  and method­
ology in  the classroom, their  academic as  wel l  as  social  
behavior  improved.  For  example,  their  journal  entr ies  
for  the f i rs t  week were sketchy,  general ,  and revealed 
l i t t le  affect .  Later  entr ies  were more coherent  and 
mentioned specif ic  observat ions and impressions.  Simu­
la t ions gave very re t icent  s tudents  the opportuni ty  of  
shar ing new concepts ,  of  speaking persuasively on mat ters  
of  s t ra tegy.  The case s tudy group was never  involved in  a  
community task involving r isk as  was the pi lot  s tudy 
group--but  that  was not  a  mat ter  of  avoidance.  The case 
s tudy group expressed desire  to  help a t  Hampton Hospi ta l  
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with s t roke vict ims.  That  th is  did not  mater ia l ize  was 
due to  a  s imple mat ter  of  confl ic t  in  schedul ing.  
My feel ing is  that  in  or iginat ing a  program of  act ive 
/' 
ci t izen educat ion,  s tudents  need not  necessar i ly  be volun-
( i  
teer  for  a  substant ive and viable  project .  I  predict  that  
af ter  one semester  of  an act ive c i t izen curr iculum on 
campus,  the  adminis t ra t ion would be f looded with appl ica­
t ions for  admission to  such a  program. The problem, then,  
would be to  screen and select  s tudents  unt i l  a  s taff  had 
been recrui ted for  an expansion of  the course.  
5c.  "How i s  the feasibi l i ty  of  the social  act ion 
project  determined,  by s tudents ,  s tudent- teacher?"  
I t  is  very diff icul t  to  do just ice  to  this  quest ion 
with so short  an experience in  deal ing with these choices .  
Newmann never  re la tes  an unfortunate  choice made by s tu­
dents  in  his  several  years  of  deal ing with social  act ion 
projects .  He does make c lear  in  Ski l ls  for  Ci t izen Act ion 
(1977)  that  the school  must  advise  s tudents  and dis­
associate  i tself  from act ion projects  that  are  moral ly  
indefensible  or  potent ia l ly  harmful  to  the s tudent  or  
the community.  Massey 's  s tudents  f loundered for  a  t ime 
before  commit t ing themselves  to  an act ion project  (volun­
teer  service in  park act ivi t ies  for  youngsters) .  Massey 
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was disappointed that  no group in  his  s tudy chose a  con­
t roversial  publ ic  issue to  act  upon.  My feel ing is  that  
in  the beginning of  a  program of  act ive c i t izen educat ion,  
the projects  would be chosen by s tudents  with the advice 
of  the teacher .  Hopeful ly ,  as  s tudents  became more aware 
of  community needs,  agencies ,  and processes  for  del iver ing 
services ,  s tudents  would choose projects  to  tes t  their  
competences on issues  having meaning for  themselves .  The 
school  would,  of  course,  be obl igated to  withhold sponsor­
ship of  quest ionable  ventures .  
Further  Issues  
This  s tudy was begun with some preconcept ions of  c ivic  
educat ion.as  a  par t  of  the secondary curr iculum in  publ ic  
schools .  As one among legions of  cr i t ics ,  I  knew that  
c ivic  educat ion fe l l  short  of  the expectat ions of  pro­
fessionals  and a lso the publ ic ,  and I  fe l t  that  schools  
could improve th is  area of  inst ruct ion.  Since then I  have 
read from the diverse  work of  scholars  who take many 
s tances  on the place of  educat ion in  cul tures  experiencing 
rapid changes.  My a t tent ion has been drawn from the 
s tudies  of  curr iculum developers  to  the l ivel ier  works of  
pol i t ical  scient is ts  whose research is  enl ightening about  
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the  pol i t ical  social izat ion of  youth.  The more useful  
f indings of  that  research,  for  educators ,  deal  with how 
pol i t ical  learning takes  place and ident i fying the pr in­
cipal  agents  of  th is  learning.  These pol i t ical  scien­
t is ts ,  though suggest ing that  schools  make use of  their  
f indings and offer ing suggest ions for  curr iculum reform,  
are  out  of  f ie ld  on the la t ter ,  leaving educators ,  as  
always,  with the task of  providing the l ink between theory 
and pract ice .  
Implicat ions for  Further  Implementat ion 
The implementat ion of  a  c i t izen act ion course presents  
a  number of  quest ions and issues .  There i s  a growing body 
of  l i terature  about  programs involving high school  s tu­
dents ,  but  v i r tual ly  none about  ear ly  adolescents .  
Allocat ion of  resources ,  both of  the school  and cooperat ing 
agencies  i s  crucial  for  community act ion for  the young 
s tudent .  In  this  sect ion I  wil l  deal  with some of  the 
general  quest ions surrounding problems of  implementing 
programs s imilar  to  the case s tudy.  
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The Role of  the Larger  Community 
Publ ic  and pr ivate  voluntary agencies ,  in  my opinion,  
are  not  l ikely to  seek out  ear ly  adolescents  for  educa­
t ional  experiences;  yet  their  favorable ,  though caut ious,  
responses  to  the overtures  of  educators  for  cooperat ive 
effor ts ,  in  this  s tudy,  suggest  a  potent ia l  for  enr iching 
learning experiences of  individual  s tudents  by expanding 
the scope and set t ing for  social  learning.  I t  is  important ,  
therefore ,  to  respond to  a  number of  quest ions that  deal  
with the what  and how of  community involvement .  
1 .  What  groups of  adul ts  and s tudents  should be 
included on an advisory commit tee  to  interpret  the program 
to  the educat ional  es tabl ishment  and to  the community? 
Newmann e t  a l .  l i s t  the advantages of  an advisory 
group in  planning and ant ic ipat ing diff icul t ies  and in  
communicat ing and interpret ing a t  the operat ional  s tage.  
The advisory commit tee  in  general  handled the tasks  of  
publ ic  re la t ions,  and the group consis ted of  a  small  group 
of  teachers ,  an adminis t ra tor ,  community leaders ,  parents ,  
and s tudents .  Poor 's  s teer ing commit tee  deal t  with the 
funct ions l is ted and came from formal  and informal  leaders  
of  the community,  e .g . ,  a  c i ty  counci lman and a  pr ies t .  
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Sarason speaks graphical ly  in  terms of  the core  group of  a  
network:  the group,  an amoeba-l ike nucleus of  people  f rom 
schools ,  col leges ,  and publ ic  and pr ivate  agencies  who 
joined forces  to  foster  mutual  in terests  and a  psycho­
logical  sense of  community.  My own incl inat ion for  forming 
an advisory commit tee  for  a  program of  act ive c i t izen edu­
cat ion for  ear ly  adolescents  would be in i t ia l ly  to  choose 
one parent  f rom the working c lass  as  wel l  as  one profes­
s ional ,  one school  person from the adminis t ra t ive uni t  who 
could deal  with publ ic  re la t ions,  two teachers  who have 
credibi l i ty  with the s taff  and a lso an inquir ing phi losophy 
about  curr iculum, and two s tudents  who are  act ive in  school  
and community affairs .  I  would expect  that  the advisory 
commit tee  would develop f i rm ideas  about  an opt imal  compo­
s i t ion and would select  newcomers  when vacancies  occurred.  
Students  on the commit tee  could wel l  be chosen from alumni  
of  previous courses .  I  bel ieve that  a  broad base of  
support  such as  an advisory commit tee  lends would f ree  
educators  to  concentrate  on a  wel l -grounded preparat ion 
of  s tudents  and a lso on seminars  for  ref lect ions on act ions 
and fur ther  char t ing of  object ives .  
2 .  How shal l  educators  deal  with the potent ia l  of  
censure from agencies  taking except ion to  social  act ion 
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by s tudents  that  confl ic ts  with the phi losophy of  the 
agency ? 
Any school  offer ing courses  in  act ive c i t izen edu­
cat ion must  embrace a  phi losophy that  teaching young people  
to  be par t ic ipants  in  c ivic  affairs  is  a  basic  responsi­
bi l i ty  of  educat ion.  School  sponsorship of  s tudent  
involvement  in  social  act ion projects  of  a  controversial  
nature  does not  violate  the neutral i ty  of  the school .  
These basic  premises  must  be accepted by the school  and 
communicated to  the community a t  large ear ly  on.  
For  example,  what  about  possible  object ions of  re l i ­
gious fundamental is ts  to  the hear t  of  the discussions of  
moral  di lemmas,  that  r ight  i s  determined by reason rather  
than dogma? The object ion to  the schools  foster ing the 
not ion that  r ight  is  determined by reasoning is  perhaps of  
concern in  only a  few regions having large numbers  of  
re l igious fundamental is ts ,  but  i t  is  i l lustrat ive of  the 
kind of  issues  that  create  tension.  The young person in  
a  democracy can expect  to  be presented with confl ic t ing 
ideas  from the media,  peer  group,  home,  and,  not  the 
least ,  the school .  A robust  society thr ives  on bold 
analysis  of  issues  that  ar ise .  The schools  must ,  of  
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course,  be sensi t ive to  community norms,  but  they must  
never  bow to  the tyranny of  l imit ing the spir i t  of  inquiry.  
3 .  What  are  appropriate  means for  keeping parents  
informed of  program object ives  and the progress  of  their  
chi ld  in  the program? 
One might  expect  that  the young person 's  experiences  
in  a  nontradi t ional  course would prompt  him to  share  new 
experiences .  A monthly newslet ter  could inform parents  and 
interested people  in  the publ ic  of  the projects  underway 
and the s tudents  commit ted to  them. A public  message 
growing out  of  the communicat ion component  could wel l  
summarize the investment  and the ref lect ions of  the s tu­
dents  on the col lect ive judgment  of  their  effor t ,  and a lso 
the react ion of  individuals  to  the organizat ion and 
funct ion of  s ignif icant  community agencies ,  and perhaps the 
personal  s t ress  or  grat i f icat ion in  being involved in  the 
community.  
Evaluat ion 
On what  basis  shal l  individual  s tudents  be evaluated 
for  their  par t ic ipat ion in  act ive c i t izen educat ion? 
My own observat ion is  that  this  model  presents  unique 
opportuni t ies  for  the recogni t ion and reward of  ta lents  
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and competences overlooked by t radi t ional  classroom 
act ivi t ies .  For  example,  the  abi l i ty  to  persuade others  
is  a  cr i t ical  ski l l  for  salespersons,  for  members  of  the 
board,  for  union leaders ,  in  fact ,  for  any par t ic ipatory 
c i t izen as  wel l  as  the pol i t ic ian.  I  am saying that  s tu­
dents  who may have not  succeeded in  t radi t ional  tasks  may 
be very ski l l ful  in  advocat ing,  in  negot ia t ing;  and may 
show a  special  apt i tude in  get t ing a group to  work co­
operat ively.  They may a lso gain insight  into effect ive 
personal  communicat ion and be able  to  share  this  insight  
with others .  
The course fosters  these competences,  and so s tudents  
should be evaluated on the development  and use of  ski l ls  
that  have equal ly  important  e lements--f i rs t ,  a  concept ,  
and second,  the appl icat ion of  that  concept  in  a  real  
s i tuat ion.  Grades,  though of  dubious meri t  for  many,  are  
a  cont inuing real i ty  of  the evaluat ion of  s tudents .  They 
are  the means of  motivat ing by some teachers  and a  measure 
of  "how Johnny i s  doing" in  re la t ion to  peers ,  by parents  
and s tudent  .  I  say that  the act ive c i t izen educat ion 
teacher  should reward the ref lect ive and product ive s tudent  
with commensurate  grades.  
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Youngsters  should be held accountable  for  an earnest  
effor t  in  reaching object ives  that  he/she or  his /her  group 
sets  with the guidance of  the teacher .  The s tudent  should 
be commended for  keen observat ion,  sensi t ivi ty  to  the 
viewpoint  of  o thers  in  interact ion,  and pers is tence in  
inquir ing into process .  I  would re ly  on a  s tudent 's  
journal  to  reveal  his  concept  of  s t ructure ,  process ,  and 
the interdependence of  community services .  I  would observe 
the s tudent 's  contr ibut ion to  small  group work,  e .g ,  moral  
di lemma discussions,  a  group seeking to  set  pr ior i t ies  
and s t ra tegies  in  s imulat ions,  seminars  to  ref lect  on the 
outcome of  community investment ,  and the small  group role  
play and discussions that  inhere in  the guidance/counsel ing 
component .  Newmann e t  a l .  (1977)  offer  a  char t  to  document  
s tudent  prof ic iency and product ivi ty  on seven c i t izen 
act ion competencies  (p .  119) .  I  f ind the competencies  
appropriate ,  the l i s t  of  inventor ies  for  product ivi ty  
helpful ,  but  I  have ser ious reservat ions about  the ob­
ject ive tes ts  suggested for  documenting prof ic iency of  the 
competences.  I  would suggest  that  s tudents  ra te  them­
selves  on the degree of  prof ic iency and then compare th is  
evaluat ion with that  of  the teacher .  The evaluat ion for  
the cumulat ive folder  would be fa i l -pass-pass  with 
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dist inct ion,  and a  br ief  summary of  the s tudent 's  progress  
in  each of  the components  of  the model .  
Teacher  Educat ion:  Pre-ssrvice and In-service 
The role  of  the teacher  assumed different  dimensions 
in  this  s tudy.  In  the interviews fol lowing the case s tudy,  
s tudents  reported a  different  perspect ive of  their  teacher ,  
Mr.  Gordon.  The Mr.  Gordon who became a  working member of  
their  group to  render  services  to  the elder ly—when 
pul l ing on a  s tar ter  for  a  balky lawn mower—became a  
person whose act ion revealed an industr ious,  car ing human 
being,  an image not  readi ly  projected in  the t radi t ional  
classroom. The role  of  the teacher ,  as  perceived by 
s tudents  in  this  s tudy,  appears  to  have changed from that  
of  dispenser  of  knowledge and evaluator  of  responses  to  
that  of  coach/conductor ,  i .e . ,  one having commitment  to  a  
qual i ty  performance.  By shar ing in  the tasks ,  a  t ruly 
team effor t  resul ted.  The long-standing problem of  
motivat ing ear ly  adolescents  i s  addressed by this  s t ra tegy;  
a n  us effor t  has  momentum not  possible  in  a  him versus  us  
tens  ion.  
In  an es tabl ished yet  dynamic program of  act ive civic  
educat ion,  with large numbers  of  s tudents  opt ing for  the 
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course,  how shal l  the s taff  be recrui ted,  and how shal l  
they be given appropriate  in-service t ra ining? 
I  f ind this  quest ion t roubles  me great ly ,  and I  am 
not  sanguine about  the implementat ion of  act ive c i t izen 
educat ion courses  in  the near  future  because"of  the crucial  
mat ter  of  personnel .  Though I  can conceive of  wel l -
t ra ined Engl ish teachers  who can competent ly  meet  the  
demands of  sender/receiver  analysis ,  persuasive wri t ing 
and speech,  in  fact ,  the broad range of  communicat ion 
ski l ls  this  course requires ,  I  know of  few teachers  with a  
compel l ing interest  in  having an impact  on community 
affairs .  Certainly,  teacher  t ra ining inst i tut ions are  not  
preparing professionals  for  so broad a  task.  
There i s  a  concept  of  teaching/ learning in  this  model ,  
a  re ject ion of  a  dispenser / receiver  of  knowledge concept .  
There i s  the mutual  inquiry of  teachers  and s tudents .  We 
ponder ,  we reach out ,  we examine,  we take the leap,  we exul t  
in  gains ,  we consider  our  fa i lures ,  we ref lect  on the 
complexi t ies  and values  of  our  experiences  before  launching 
a  new c i rc le  of  investment .  Hampden-Turner 's  psycho­
social  model  char ts  the journey for  the teacher  and s tudent  
a l ike toward an ever  expanding realm of  c ivic  competence.  
The f lexibi l i ty  for  ini t ia t ing a program of  act ive c i t izen 
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educat ion,  of  necessi ty  depends on e l ightened adminis­
t ra t ion;  the carrying through must  be done with the 
teachers  having the a t t i tudinal  qual i t ies  of  asser t iveness  
and humil i ty ,  who can and wil l  genuinely join s tudents  in  
a  mutual  search for  c ivic  competence.  The overr iding 
concept  of  mutual  quest  i s  a  recurr ing theme of  th is  s tudy.  
I  have ser ious doubts  that  any teacher  in  this  decade can 
be adequately prepared for  the - tasks  of  implementing this  
course.  The s tudent / teacher  team spir i t  of  learning,  
working,  and ref lect ing transcends the usual  s t ructure  and 
demands of  teaching.  
How can the competence of  teachers  be improved in  the 
vi ta l  areas  of  developing s t ra tegies  for  promoting inter­
personal  ski l ls  and a  posi t ive self-concept  among ear ly  
adolescents  ?  
I  bel ieve this  model ,  in  a  modest  way,  speaks to  this  
problem. Counselors  are  most  of ten confined to  an off ice  
to  meet  the  demands of  individual  s tudents ,  small  groups,  
and the adminis t ra t ive needs of  schedul ing,  tes t ing. ,  and 
conferr ing.  The weekly sessions of  the counselor ,  Mr.  
Holmes,  in  the classroom of  this  s tudy resul ted in  a  number 
of  learning experiences .  For  one thing,  Mr.  Holmes got  the 
feel  again of  the dynamics of  the total  c lassroom, the 
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nuances of  the leading and receding personal i t ies  of  the 
s tudents .  For  another ,  the s tudents  (with no ser ious 
problems,  or  a t  least  no recognized problems)  had the 
opportuni ty  of  get t ing to  know Mr.  Holmes and of  in ter­
act ing with him.  He became more human and approachable  
through the role  playing exercises  of  t ransact ional  
analysis .  One could hope that  the quiet ly  t roubled 
youngster  would feel  that  he had a  safe  entree to  coun­
sel ing services .  Last ly ,  the teachers ,  Mr.  Gordon and I ,  
observed s t ra tegies  in  act ion from one keeping abreast  of  
the ref inements  of  bui lding interpersonal  ski l ls  and 
posi t ive self-concept .  We were able  to  cont inue pat terns  
of  interchanges and to  be a ler t  to  the next  s tep when 
Mr.  Holmes came to  the classroom on the fol lowing week.  
To my knowledge,  a l l  competent  school  counselors  are  
overworked.  There i s ,  however ,  a  loss  to  the s tudent  
populat ion as  wel l  as  the s taff  when the resources  of  the 
counselor  are  spent  a l together  within an off ice .  Because 
the counselor  and the teacher  are  deal ing with the ;same 
individuals ,  i t  presents  a  concrete  learning s i tuat ion,  
far  more desirable  than summer courses ,  or  af ter-school  
workshops when the teacher 's  response to  the descr ipt ions 
of  deviant  behavior  i s  a  rueful  smile .  Perhaps the 
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prescr ibed s t ra tegy for  the deviant  behavior  is  just  
potent ia l  misunderstanding.  I  feel  that  having the coun­
selor  in  the classroom on a  regular  basis  offers  unusual  
benefi ts  for  enhancing the service of  the counselor  and an 
opt imum in-service experience for  the teacher .  
What  i s  the role  of  teacher  preparat ion inst i tut ions 
in  broadening the perspect ive of  teachers  who wi l l  enter  
the f ie ld  of  c i t izen educat ion? 
Teacher  t ra ining inst i tut ions asser t  that  they prepare 
teachers  to  meet  the demand of  school  systems,  who in  turn 
are  responsive to  publ ic  wishes.  This  ra t ionale  hardly 
takes  into account  the substant ia l  lag between publ ic  
awareness  of  def ic iencies  and the modif icat ion of  col lege 
curr icula .  Educators ,  col lege professors ,  curr iculum 
developers ,  and adminis t ra tors  are  obl igated to  provide 
professional  leadership.  They must  encourage and help 
teachers  to  see themselves ,  "be both lamp and mirror ,"  
to  use the words of  David Purpel .  
There appears  to  be l i t t le  l inkage between resources  
of  the community and teacher  preparat ion for  c ivic  edu­
cat ion.  I t  is  my opinion that  a  sound background in  the 
social  sciences is  only the beginning for  the competent  
teacher  of  c ivic  educat ion.  An internship in  a  social  
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agency with a  c lassroom teacher  serving as  mentor  could 
put  the prospect ive teacher  in  the two worlds  of  effect ive 
c i t izen educat ion,  e .g . ,  f i rs t  the classroom for  concept  
bui lding and ref lect ion and second the community where 
issues  must  be acted upon.  
Flexibi l i ty  and Schedul ing 
How i s  f lexibi l i ty  achieved in  the school  day in  
schedul ing to  provide suff ic ient  t ime for  community work? 
The r igidi ty  of  the school  day for  ear ly  adolescents  
i s  an adminis t ra t ive and pedagogical  horror .  In  the name 
of  equal i ty ,  equal  loads for  teachers ,  and equal  oppor­
tuni ty  for  s tudents ,  the 50-minute  per iod measures  the day,  
mindless  of  the different  needs for  foreign language,  
science labs ,  mathematics  dr i l l  and appl icat ion,  and career  
explorat ion.  Only the core concept  offers  any reasonable  
t ime s lot  to  the ser ious implementat ion of  a  community 
act ion program. A 150-180 minute  block of  t ime for  a  
quarter  or  semester  has  the possibi l i ty  of  sat isfying 
resul ts .  Any less  t ime would be self -defeat ing.  The 
105-minute  block of  t ime for  the case s tudy set  a  pace 
that  could not  be sustained over  a  per iod of  t ime.  
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The Sequence (Evolut ion)  of  Acquir ing 
Civic  Competence 
When should s tudents  in  a  curr iculum of  act ive 
c i t izen educat ion progress  beyond volunteer  community 
service into social  act ion projects?  
I  think that  Newmann e t  a l .  have given a  good answer 
to  this  quest ion in  their  recommendat ion that  only s tudents  
of  grades 11 and 12 be admit ted to  the course because much 
of  the curr iculum for  social  act ion requires  that  par t ic i ­
pants  reason a t  an abstract  level .  Younger  s tudents  are  
in  a  t ransi t ional  s tage of  cogni t ive development .  
I  see a  natural  progression of  c ivic  involvement  for  
adolescents  that  takes  i t s  cue from the developmental  
s t rengths  of  the age.  Early adolescents  begin to  move 
beyond an egocentr ic  toward a  sociocentr ic  or ientat ion 
through act ivi t ies  of  volunteer  service;  they begin to  know 
about  and understand the funct ion of  local  agencies  through 
vis i ta t ion,  speakers ,  and the service of  themselves  or  
peers .  They begin to  conceptual ize  the process  of  con­
f l ic t  resolut ion through the safe  medium of  s imulat ions.  
They hone ski l ls  of  communicat ion to  analyze and interpret  
the more complex working of  human interact ion.  
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The mid-adolescent  (14-15)  i s  capable  of  a  higher  
level  of  reasoning,  the "condi t ional  mode" that  Adelson 
descr ibes  (1972,  p .  114)  as  avoiding the absolut ism of  
chi ldhood and instead consider ing cont ingencies .  His  
developing intel lectual  faci l i ty  generates  an interest  in  
the realm of  pol i t ics .  The psychological  development  of  
th is  age senses  a  growing autonomy; adul thood is  just  over  
the horizon and so i s  c ivic  responsibi l i ty .  I t  is  a  t ime 
for  focusing on a  larger  sphere of  pol i t ical  awareness ,  
the  s ta te  and the nat ion.  This  s tudent  who can get  a  
work permit  can a lso move beyond peer  group volunteer  
service to  internship as  an individual .  Here i s  the 
opportuni ty  to  judge and be judged as  a  s ingle  person 
adapt ing to  the real i t ies  that  he i s  now able  to  recognize.  
The f i rs t  faint  s t i r r ing of  ideology is  taking place in  his  
psyche.  
Final ly ,  the adolescent  proper  (16-19) ,  having made 
the t ransi t ion from the concrete  to  abstract  mode of  
thinking,  and having done an apprent iceship as  a  group and 
la ter  an individual  volunteer ,  i s  ready to  tes t  a  matur ing 
c ivic  competence in  the arena of  confl ic t ing publ ic  issues .  
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Conelus  ions 
Prevai l ing social  concerns of  the la te  twent ie th  
century prompt one to  ponder  the regular i ty  and magnitude 
of  the swing of  the pendulum of  publ ic  a t t i tude of  what  
educat ion is  basic  for  youth in  a  democracy.  
The consequence of  nat ional  shame of  the la te  s ixt ies  
and ear ly  sevent ies  has  been a  mighty backlash to  "s imple"  
and "conservat ive" values .  The cheerful  and opt imist ic  
American spir i t  suffered great  loss  under  the mult iple  
blows of  (a)  an extended war  that  scarcely could be jus t i ­
f ied as  in  the nat ional  interest  and that  created a  deep 
divis ion among c i t izens,  par t icular ly  the young and older  
c i t izens,  (b)  an imperial is t  presidency,  insulated from 
the needs and values  of  the people ,  that  ended in  disgrace 
to  the off ice ,  (c)  the expendi ture  of  large sums of  money 
and verbiage for  equal izat ion of  educat ional  opportuni ty ,  
which seemed not  to  y ie ld  expected resul ts ,  and (d)  a  
cont inuat ion of  the c ivi l  r ights  s t ruggle  from the level  
of  glar ing injust ices  such as  vot ing,  representat ion,  and 
publ ic  accommodat ions to  the less  vis ible  but  abrasive 
level  of  housing and the aval iabi l i ty 'of  jobs with a  future  
and posi t ions of  real  decis ion making ra ther  than token 
management .  
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I f  one concedes that  busing has  brought  emotional  
upheavals  into the school  day that  disrupted learning and 
caused the chi ldren of  the sevent ies  to  have gained fewer 
of  the ski l ls  of  l i teracy and "numeracy" than those of  
the s ixt ies ,  then bet ter  s t ra tegies  must  be devised to  
help youngsters  acquire  basic  ski l ls  of  reading compre­
hension,  accurate  computat ion,  and ar t iculate  verbal  and 
wri t ten communicat ion.  However ,  I  suggest  that  this  def i ­
ni t ion of  basics  i s  too narrow,  s ince i t  avoids  the basics  
of  social  consciousness .  In  concentrat ing on the three 
R's ,  educators  run the r isk of  becoming s laves  to  the 
l imited and as t r ingent  perspect ive of  the tes t  makers .  
Excel lence in  educat ion is  more than turning out  highly 
ski l led ar t is ts ,  engineers ,  and technocrats .  We have yet  
to  devise  instruments  to  measure the concepts  and behaviors  
of  social  consciousness  that  are  essent ia l  to  a  sense of  
community.  I s  i t  not  basic  to  the heal th  of  th is  society 
to  have knowledge of  and respect  for  the complexi t ies  and 
subt le t ies  of  our  mult icul tural  society and the wil l  to  
be a  par t ic ipant  in  making just  decis ions for  the col­
lect ive good? 
I f  educators  are  t ruly to  be " lamps" to  society,  then 
they should ini t ia te  curr iculum in civic  educat ion that  
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makes use of  the community as  a  laboratory for  social  
learning.  There i s  in  the Poor  account  of  the S.S.S.  a t  
Page High School  a  success  s tory that  began with community 
leaders .  Sarason seems to  say that  viable  and almost  
l imit less  programs for  an enhanced sense of  community come 
from unpredictable  sources  within the community.  I  
bel ieve he would opt  for  the motivat ion of  informal  leaders ,  
unfet tered by constraints  of  bureaucracy,  to  ini t ia te  a  
program of  act ive c i t izen educat ion in  the publ ic  schools .  
Many quest ions remain;  many more wi l l  be unearthed i f  
researchers  probe the potent ia l  of  ear ly  adolescents  to  be 
act ive,  inquir ing,  and competent .  This  modest  s tudy has  
merely taken a  small  s tep toward using the resources  of  
the school  to  more c losely l ink the individual  to  his  
community.  
The model  in  this  s tudy is  not  one of  pol i t ical  
social izat ion for  conformity;  the mutual  inquiry of  
teachers  and s tudents  assures  openness .  Though i t  accepts  
and makes use of  the t radi t ion of  volunteer  ism,  i t  does 
not  aim to  maintain the s ta tus  quo.  On the other  hand,  i t  
is  not  revolut ionary;  the act ivism is  not  radical ,  bent  on 
tear ing down the s t ructure  of  local  inst i tut ions,  but  
instead,  encourages act ivism within and for  the enhancement  
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of  community service.  Bringing young people  into community 
agencies  does create  a  heal thy tension,  there  being the 
potent ia l  for  fa i lure  as  the generat ions interact .  This  
model  requires  of  sponsoring adul ts  a  phi losophy of  ex­
tending to  the young the facts ,  the logic ,  the quest ,  and 
the t ruth of  the cul ture  through mutual  experiences  and 
the appl icat ion .of  that  phi losophy with pat ience and 
pers is tence.  
This  model  has  re levance,  not  only for  the expl ic i t  
appl icat ion to  c i t izen educat ion for  ear ly  adolescence,  
but  a lso as  a  model  for  educat ion in  general .  The model  
blends the basic  pr inciple  of  combining experience and 
ref lect ion in  a  meaningful  context .  I t  t r ies  to  construct  
a  nexus between the individual  and society.  I t  is  appro­
pr ia te  that  the model  i s  based in  the publ ic  school ,  s ince 
i t  is  the publ ic  school  which has  the responsibi l i ty  to  
support  the basic  s t ructure  of  our  society,  whose con­
t ract  is  represented in  our  Const i tut ion.  The heal th ,  the 
res i l ience of  society in  an age of  rapid change is  dependent  
on a  par t ic ipat ing electorate ,  and that  i s  the intent  of  
th is  model .  
My quest  in  addressing the major  i ssues  of  th is  dis­
ser ta t ion began with some basic  assumptions of  mine of  the  
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interwoven needs and responsibi l i t ies  of  the individual  
c i t izen and his  society.  My assumptions are  that :  
1 .  A democrat ic  society is  worthy of  preservat ion 
and enlargement  because of  i t s  inherent  commitment  to  
just ice ,  human digni ty ,  and equal i ty .  
2 .  Elected off ic ia ls  of  democracy der ive the power 
f rom the consent  of  the governed.  
3 .  The governed constrain incumbent  off ic ia ls ,  
keeping them responsive to  the e lectorate  by possessing 
c ivic  competence.  
4 .  Each new generat ion is  inducted into the c ivic  
cul ture  of  i t s  system. 
5 .  In  democracies ,  the  schools  should be the pr in­
cipal  inst i tut ion for  developing c ivic  competence,  or  
pol i t ical ly  social iz ing youth.  
6 .  Civic  competence i s  an extension of  personal  
competence.  
7 .  Early adolescents ,  engrossed in  the quest  for  
ident i ty ,  require  experiences  both in  school  and in  the 
community for  developing the essence of  c ivic  competence,  
that  i s ,  a  sense of  se l f  and a  sense of  community.  
The commitment  to  a  s imultaneous thrust  toward these 
mutual  goals  is  wel l  explained by the fol lowing words of  
* Weller  (1977):  
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One's  sense of  self  and personal  ident i ty  are  largely 
a  funct ion of  what  one i s  wil l ing and able  to  do.  
Risking new chal lenge and act ively operat ing on the 
world around us  provide both a  context  and a  push for  
growth . . . .  In act ively deal ing with the world we 
learn about  ourselves  in  new and powerful  ways.  How 
we feel  about  ourselves  is  direct ly  related to  how 
wel l  we learn and our  abi l i ty  to  cope and grow,  but  
i t  is  through chal lenge and act ive coping that  we en­
large the basic  sense of  se l f .  (p .  11)  
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A Personal  Note 
My growth,  the enhancement  of  my perspect ive as  a  con­
sequence of  th is  quest ,  has  not  come in  a  calculated and 
even progression or  with the grace one might  expect  of  a  
mature  person.  Instead,  the uneven experiences ,  the vaci l ­
la t ing emotional  peaks and val leys  have been reminiscent  
of  my own and long ago adolescence.  Once def ined,  the 
study has controlled me, rather than I controlling it. A 
reading acquaintance with a  number of  scholars  has  s t i r red 
my hear t  and mind and sent  my spir i t  soar ing.  The urgency 
I  fe l t  for  communicat ing the t ruths  and insights  that  have 
emerged for  me in  pursuance of  th is  chal lenge--and my sense 
of  inadequacy in  shar ing these ideas--has  ra ised doubts  
about  myself .  I t  has  been a  humbling experience,  in  the 
sense that  I  am more aware of  my shortcomings — and a t  the 
same t ime,  I  feel  immense grat i tude for  the opportuni ty  for  
taking this  journey.  I  am more a  par t  of  a  larger  world,  
a  unique world that  Mead descr ibes  as  having never  been 
before  — and wil l  never  be again.  I  have a  sense of  the 
generat ivi ty  that  Erikson descr ibes  as  the vir tue of  the 
age,  "car ing" for  not  only our  chi ldren but  our  ideas  a lso.  
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Parent  Consent  Form for  Pi lot  Study 
Ramsay Junior  High School  
September  10,  1976 
To the Parents  of  ,  
Your chi ld  has  been contacted about  par t ic ipat ing in  a  
pi lot  s tudy for  my doctoral  disser ta t ion.  I  am on leave 
unt i l  January 1977 to  complete  my course work a t  U.N.C.­
Greensboro .  
The pi lot  s tudy involves  working with f i f teen 8th grade 
s tudents  in  the area of  Social  Studies .  The group wil l  meet  
with me for  two per iods every Friday to  par t ic ipate  in  an 
act ion or iented c i t izen educat ion program. The purposes  for  
the s tudents  are  to  (1)  e levate  awareness  of  governmental ,  
economic and cul tural  forces  in  Charlot te-Mecklenburg and 
(2)  encourage personal  competence.  I t  wil l  be necessary to  
make a  number of  f ie ld  t r ips .  I f  you wish your  chi ld  to  
par t ic ipate ,  I  request  a  permission from you for  a l l  the 
necessary t r ips .  
Only those s tudents  whose parents  and teachers  consent  
to  the two per iod Friday class  wil l  be selected for  the 
s tudy.  I  wil l  be responsible  for  a  grade to  the teacher  
who re leases  a  s tudent  to  par t ic ipate .  Attached is  a  ten­
ta t ive schedule  and the permission form.  
Bi l l ie  Bourgeois  
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Calendar  of  Major  Events  of  the Pi lot  Study 
9-3 Made Adminis t ra t ive Arrangements  
9-10 Meet ing with Students  
9-17 Chose par t ic ipants ,  Coordinated schedules  
9-24 Orientat ion 
10-1 Community Awareness ,  Met  Mrs.  Walter  Mondale  and 
local  government  leaders  a t  the a i rport  
10-8 Students  met  wi th  coordinator  of  Volunteer  
Service Center  
10-15 Volunteer  service a t  Democrat ic  Headquarters  
10-22 Volunteer  service a t  the Democrat ic  Headquarters  
10-29 Discussion of  Moral  Dilemma 
11-5 Volunteer  service for  Mr.Hayden through Counci l  
on Aging 
11-12 Discussion and decis ions on fur ther  service 
projects  
11-19 Volunteer  service for  the Sanders  and McGows 
through Counci l  on Aging 
12-2 Volunteer  service a t  the Hampton Hospi ta l  
12-11 Volunteer  service a t  the Hampton Hospi ta l  
12-18 Evaluat ion 
Month of  January,  a t  scheduled t imes produced the publ ic  
message .  
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Letter  to  Parents  of  Case Study Students  
Ramsay Junior  High School  
March 30,-  1977 
Dear  
I  am doing the case s tudy for  my d isser ta t ion in  Mr.  
Gordon's  f i rs t  and second per iod Social  Studies  c lass  in  
which your  chi ld  is  a  s tudent .  I t  is  a  s ix-week 
s tudy focusing on c i t izenship educat ion with emphasis  on 
act ive par t ic ipat ion in  local  concerns.  The group wil l  make 
several  f ie ld  t r ips  to  see the County Commission,  Ci ty  
Counci l ,  and School  Board in  session,  and hopeful ly  a  t r ip  
to  Raleigh to  s i t  in  on commit tee  meet ings of  the legis la­
ture .  Competence in  communicat ion i s  a  necessary par t  of  
effect ive c i t izenship,  so cr i t ical  l is tening,  wri t ing,  and 
speaking wil l  be s t ressed along with picture  taking,  audio 
and video taping.  A s t rong sense of  se l f  with real is t ic  
knowledge of  one 's  effect iveness  in  interact ing with others  
is  important .  Mrs.  Lee and Mr.  Holmes wi l l  par t ic ipate  in  
the guidance phase of  the s tudy.  
The s tudents  wil l  make a  choice of  a  volunteer  service,  
to  be done once a  week within school  hours  in  the community.  
Possibi l i t ies  are  (1)  tutor ing primary s tudents ,  (2)  being 
companions and helpers  to  elder ly  pat ients  a t  the hospi ta l  
in  Huntersvi l le ,  (3)  make a  survey of  sol id  waste  for  a  
recommendat ion to  the legis la ture  on a  House b i l l ,  (4)  re­
store  and extend the nature  t ra i l  on Ramsay campus.  
Ci t izenship is  the overal l  goal  of  Social  Studies .  This  
s tudy wil l  not  take your  chi ld  from required tasks  to  his /her  
detr iment  but  i s  designed to  enhance the concept  of  local  
affairs  and the opportuni ty  to  inf luence those affairs .  
I  welcome your  comments .  
Sincerely yours ,  
Bi l l ie  Bourgeois  
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Parent  Consent  Form for  the Case Study 
Ramsay Ci t izen Act ion Project  
has  my permission to  par t ic ipate  
in  a l l  of  campus act ivi t ies  of  the 'Ramsay Ci t izen Act ion 
Project  beginning Apri l  12 and ending May 20.  I  real ize  
there  wil l  be f ie ld  t r ips  and volunteer  c i t izen act ion 
tasks  within Mecklenburg County.  I  understand that  the 
project  leader  and teacher ,  Mrs.  Bourgeois  and Mr.  Gordon 
wil l  provide general  supervis ion and evaluat ion of  project  
act ivi t ies  and that  parents  and other  school  patrons wil l  
be encouraged to  view a  "Publ ic  Message" prepared by the 
project  s tudents  to  re la te  and interpret  their  experiences .  
Parent  or  Guardian 's  s ignature  
Date  
I  wil l  respond to  a  quest ionnaire  s imilar  to  the a t tached 
one when the project  ends,  giving my opinion of  the.value 
of  th is  project  to  my chi ld  as  a  matur ing c i t izen.  
Yes No 
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Quest ionnaire  for  Parents  of  Case Study Students  
Please respond as  fol lows:  1  -  s t rongly disagree,  2 -
disagree somewhat ,  3  -  agree somewhat ,  4  -  s t rongly agree 
1  My s tudent  has  ta lked to  me about  his /her  experiences  
in  the c i t izen act ion project .  
2  My s tudent  seems more confident  and able  to  communicate  
effect ively with others .  
3  My s tudent  i s  more a t  ease with adul ts .  
4 My s tudent  has  shared the experience of  f ie ld  t r ips  
and vis i tors  with me.  
5  My s tudent  reports  sat isfact ion in  volunteer  act ivi t ies .  
6  My s tudent  appears  to  have knowledge of  how decis ions 
are  made,  and how things get  done in  Charlot te  and Mecklen­
burg County.  
7  I  think my s tudent  may want  to  par t ic ipate  in  community 
affairs  .  
8  My s tudent 's  a t tendance has  been good these s ix  weeks.  
9  My s tudent 's  grades have improved these s ix  weeks.  
1  0 My s tudent  i s  eager  to  ta lk  about  what  i s  r ight  or  
wrong about  people 's  behavior .  
1  1  I  think the project  has  had a  posi t ive effect  on my 
chi ld  as  a  s tudent .  
12 I  would l ike my s tudent  to  have more inf luence in  the 
community as  he/she matures .  
Please l i s t  the bet ter  experiences  of  the project .  
What  experiences  were less  worthwhile? 
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Self-Appraisal  Inventory 
Secondary Level  
1 .  School  work is  fa i r ly  easy for  me.  
2 .  I  am sat isf ied to  be just  what  I  am. 
3 .  I  ought  to  get  a long bet ter  with other  people .  
4 .  My family thinks I  don ' t  act  as  I  should.  
5 .  People  of ten pick on me.  
6 .  I  don ' t  usual ly  do my share  of  work a t  home.  
7 .  I  sometimes feel  upset  while  I 'm at  school .  
8 .  I  of ten le t  other  people  have their  way.  
9 .  I  have as  many f r iends as  most  people .  
10.  Usual ly  no one pays much a t tent ion to  me a t  home.  
11.  Get t ing good grades i s  pret ty  important  to  me.  
12.  I  can be t rusted as  much as  anyone.  
13.  I  am wel l  l iked by kids  ray own age.  
14 .  There are  t imes when I  would l ike to  leave home.  
15.  I  forget  most  of  what  I  learn.  
16.  My family is  surpr ised i f  I  do things with them. 
17.  I  am of ten not  a  happy person.  
18.  I  am not  lonely very of ten.  
19.  My family respects  my ideas .  
20.  I  am not  a  very good s tudent .  
21.  I  of ten do things that  I 'm sorry for  la ter .  
22.  Older  kids  seem to  l ike me.  
23.  I  sometimes behave badly a t  home.  
24.  I  of ten get  discouraged in  school .  
25.  I  of ten wish I  were younger .  :  
26.  I  am usual ly  f r iendly toward other  people .  
27.  I  don ' t  usual ly  t reat  my family as  wel l  as  I  should.  
28.  My teacher  makes me feel  I  am not  good enough.  
29.  I  always l ike being the way I  am. 
30.  I  am just  as  wel l  l iked as  most  people .  
31.  I  cause t rouble  to  my family.  
32.  I  am s low in  f inishing my school  work.  
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33.  I  of ten am not  as  happy as  I  would l ike to  be .  
34 .  I  am not  as  nice looking as  most  people  .  
35.  I  don ' t  have many f r iends.  
36.  I  feel  f ree  to  argue with my family.  
37.  Even i f  I  have something to  say,  I  of ten don ' t  say i t .  
38.  Sometimes I  am among the las t  to  be chosen for  teams.  
39.  I  feel  that  my family always t rusts  me.  
40.  I  am a  good reader .  
41.  I t  is  hard for  me to  make f r iends.  
42.  My family would help me in  any kind of  t rouble .  
43.  I  am not  doing as  wel l  in  school  as  I  would l ike to .  
44.  I  f ind i t  hard to  ta lk  in  f ront  of  the c lass .  
45.  I  sometimes feel  ashamed of  myself .  
46.  I  wish I  had more c lose f r iends.  
47.  My family of ten expects  too much of  me.  
48.  I  am not  very good in  my school  work.  
49.  I  am not  as  good a  person as  I  would l ike to  be.  
50.  Sometimes I  am hard to  make f r iends with.  
51.  I  wish I  were a  different  person.  
52.  People  don ' t  usual ly  have much fun when they are  with 
me .  
53.  I  am an important  person to  my family.  
54.  People  think I  am a  good s tudent .  
55.  I  am not  very sure  of  myself .  
56.  Often I  don ' t  l ike  to  be with other  kids .  
57.  My family and I  have a  lot  of  fun together .  
58.  There are  t imes when I  feel  l ike dropping out  of  
school .  
59.  I  can always take care  of  myself .  
60.  Many t imes I  would ra ther  be with kids  younger  than 
me .  
61.  My family doesn ' t  usual ly  consider  my feel ings.  
62.  I  can ' t  be depended on.  
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Student  Percept ion of  Civic  Competence (S.P.C.C.)  
WRITE IN THE APPROPRIATE RESPONSE 
STRONGLY STRONGLY 
DISAGREE DISAGREE NEUTRAL AGREE AGREE 
1  2 3 4 5  
1 .  Right  now I  feel  that  what  I  do in  my community 
makes a  difference.  
2 .  People  my age can inf luence the choices  of  the 
school  board.  
3 .  Once I  set  a  goal  for  myself ,  i t  is  hard for  me to  
change.  
4 .  I  feel  so s t rongly about  goals  that  i f  I  fa i l  in  
one a t tempt ,  I  t ry  another  approach.  
5 .  I  do wel l  to  take care  of  my own affairs  without  
get t ing involved in  community affairs .  
6 .  As I  become an adul t ,  I  expect  to  have more in­
f luence in  my neighborhood and c i ty .  
7 .  I  feel  that  adul ts  appreciate  the effor ts  of  s tu­
dents  to  make the community a  bet ter  place to  
l ive .  
8 .  Adults  care  about  the aims of  s tudents  and are  
wil l ing to  work with them. 
9 .  Adults  want  s tudents  to  do what  sui ts  them rather  
than cooperate  in  working with s tudent  a ims.  
10.  Decis ions are  made democrat ical ly  a t  local  levels  
of  government .  
11.  I t  is  important  to  belong to  a  group that  thinks 
as  I  do,  i f  I  want  to  inf luence community deci-
s  ions.  
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12.  I f  I  knew I  could inf luence community affairs ,  I  
would not  care  to  do so.  
13.  Pol i t ics  is  a  dir ty  word;  I  do not  care  to  be 
involved .  
14.  Local  government  would be bet ter  with s tudent  
input .  
15.  Some areas  of  Charlot te-Mecklenburg have more 
power than others .  
16.  Each area of  Charlot te-Mecklenburg should be 
equal ly  represented on the County Commission,  
Ci ty  Counci l ,  and School  Board.  
17.  I  would l ike  to  be involved in  publ ic  affairs .  
266 
Student  Percept ion of  Elected Off ic ia ls  
How would you descr ibe your  ?  
1 .  Fr iendly : : : : : :  Unfriendly 
2 .  Warm-hearted : : : : : :  Cold-Hearted 
3 .  Weak : : : : : :  Strong 
4 .  Popular  : : : : : :  Unpopular  
5 .  Rich : : : : : :  Poor 
6 .  Cares  about  me Doesn ' t  care  about  
and my family me and my family 
7 .  Does things for  Does things for  the 
self ish reasons.  : : : : : :  good of  a l l  people .  
8 .  Pays a t tent ion Doesn ' t  pay a t ten-
to complaints .  : : : : : :  tion to  complaints .  
9 .  Can have their  Can have their  de-
decis ions c is  ions changed 
changed by or-  only by powerful  
dinary people .  : : : : : :  people.  
10.  Run by a  few Run by people  just  
big and power-  l ike  ourselves ,  
f u l  g r o u p s .  : : : : : :  
11.  Gets  things Often doesn ' t  get  
done.  : : : : : :  things done.  
12.  Can be t rusted.  : : : : : :  Can NOT be t rusted.  
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Student  Interest  and Par t ic ipat ion in  Civic  Affairs  
Name Date  
Here are  soma things which young people  say they do in  their  
own communit ies .  I f  you have done any of  these things 
within the past  year ,  put  a  (1/)  in  the Yes box.  I f  no,  put  
a  ( i / )  in  the No box.  
Yes No 
Lis tened to  a  pol i t ical  par ty  broadcast ,  
or  looked a t  a  pol i t ical  te lecast .  
Tried to  get  e lected in  your  school  to  
be a  c lub chairman or  secretary,  or  
c lass  president ,  or  something l ike that .  
Helped col lect  money for  a  good cause.  
Borrowed a  book from the l ibrary to  
understand more about  current  affairs .  
Read a  book about  the United Nat ions.  
Found out  something for  yourself  about  
how the c i ty  counci l  or  county com­
mission does i t s  work.  
Asked your  parents  quest ions about  
d i f ferent  pol i t ical  par t ies .  
: 
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Student Beliefs in "Rights and Freedoms" 
of Diverse Groups 
Name Date 
There are lots of different people in our nation. Do you think they 
should all have the same rights and freedoms as everyone else or 
should they be treated differently? Please put a check ((•) for 
every group to show how YOU think they should be treated. 
They should have More rights 
and freedoms 
than every­
one else. 
Exactly 
the same 
as every­
one else 
Fewer rights 
and freedoms 
than every­
one else 
I 
don't 
know. 
Lawyers 
Religious leaders 
Discharged prisoners 
Black people 
Artists 
Communists 
Factory workers 
Leaders of big 
business 
Military leaders 
Tramps 
People with anti-
American views 
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Student  Percept ion of  Who Helps  Decide 
What  Laws Are Made 
Name Date  
How much do these people  help to  decide which laws are  made 
for  our  nat ion:  Very Much,  Some,  Very Li t t le ,  or  Not  a t  
a l l?  Put  a  check (v)  for  each person or  group of  people  
l i s ted below.  
Very Some Very Not  • I  don ' t  
Much Li t t le  a t  a l l  know 
Rich people  
Union leaders— 
The President-
Newspaper  
edi tors  
Church leaders  
The average 
person 
A member of  
Congress  
Some big 
companies  
High mil i tary 
off ic ia ls  
Radio and TV 
commentators -
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Student Perception of the Degree of Agreement 
of Significant Adults 
Name Date 
Do all adults generally agree about what our government should do or 
do they sometimes disagree? Below you will find different groups of 
people in each question; please tell us how you think they agree with 
each other about what the government should do, putting a (•) in the 
right column. At the top of the columns you will find the following 
headings: 
Mostly agree 
Agree about half the time 
Disagree most of'the time 
I don't know 
about what the government 
should do. 
Mostly 
agree 
Agree about 
half of the 
time 
Disagree most 
of the time 
I don't 
know 
Men and women 
Business leaders and 
union leaders 
Newspapers and the 
people in Congress 
Middle-class people 
and working-class 
people 
People of different 
religions 
Well-to-do people 
and poor people 
Different political 
parties 
Radio or TV commen­
tators and the 
people in Congress 
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Student Perception of Behaviors of a Gooi Citizen 
Name Date 
Imagine that you had to explain what a good citizen is, or what a good 
citizen ought to do. Please read each sentence, then put a (f) under 
the heading "Good citizen" if that is what you mean by a good citizen. 
If the sentence does not help to explain what you mean by a good 
citizen, put a (•) under "No." If you are not sure, put a (^) under 
"Not sure." 
A good citizen 
Good 
citizen 
Not 
Sure No 
Obeys the law 
Is always polite 
Votes in every election 
Is loyal to his family 
Works hard 
Joins a political party 
Knows a good deal about how our tax 
money is spent 
Has good table manners 
Studies hard to pass an examination 
Pays his taxes regularly 
Keeps up with what is happening in the 
world 
Tries to change things in the government 
Gets other people to vote in elections 
Stands up when the national anthem is 
played 
Shows respect for a funeral 
Belongs to a labor union 
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Atti tude Toward Older  People  Inventory 
WRITE IN APPROPRIATE RESPONSE 
STRONGLY STRONGLY 
DISAGREE DISAGREE NEUTRAL AGREE AGREE 
1  2 - 3 4 5  
1 .  Aging means a  s lowing down process .  
2 .  "With age,  comes wisdom." 
3 .  A prevalence of  older  people  creates  a  pleasant  
res ident ia l  neighborhood.  
4 .  Older  people  are  boring when they ta lk  of  the 
"good old days."  
5 .  All  older  people  require  the same needs.  
6 .  I t ' s  good to  have young and old l iving in  the same 
re  s  ident  ia1 un i t .  
7 .  Older  people  should be a l lowed to  work as  long as  
they are  competent ,  regardless  of  age.  
8 .  Older  people  lack abi l i ty  to  change.  
9 .  Older  people  insis t  on giving unwanted advice.  
10.  Most  o lder  adul ts  are  emotional ly  dis turbed.  
11.  Older  people  are  no easier  or  harder  to  understand 
than younger  people .  
12.  Older  people  need the same degree of  love and 
understanding as  younger  people .  
13.  More o lder  people  than younger  are  disagreeable  
and argumentat ive.  
14 .  Most  o lder  people  are  fun to  be around.  
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15.  Older  people  don ' t  care  what  their  res ident ia l  
areas  look l ike.  
16.  Each older  person is  a  unique individual .  
17.  Our pol i t ical  system suffers  because there  are  so 
many older  people  in  publ ic  off ice .  
18.  People  a t  age 65 have the same problems as  people  
age 80.  
19.  Once you reach 60,  you should begin to  withdraw 
from society.  
20.  By age 80,  one should have withdrawn from act ive 
par t ic ipat ion in  publ ic  affairs .  
21.  After  age 65,  one should not  par t ic ipate  in  sexual  
act ivi ty .  
22.  When an older  person can no longer  funct ion 
independent ly ,  he or  she should be removed from 
society by permanent  ins t i tut ional izat ion.  
23.  An older  adul t  should not  concern himseIf /herseIf  
with sex.  
24 .  When an older  person no longer  seems to  be con­
t r ibut ing to  the community,  he/she should be 
rehabi l i ta ted for  re-entry into act ive community 
l i fe  .  
25.  I t ' s  s i l ly  for  a  60-year  old to  seek a  col lege 
degree .  
26.  "You can ' t  teach an old dog new t r icks ."  
27.  A re t i red individual ' s  experiences  are  of ten 
valuable  when shared in  family,  school ,  or  com­
munity programs.  
28.  Chi ldren have an obl igat ion to  take care  of  their  
aged parents  or  grandparents .  
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29.  Nei ther  formal  nor  informal  educat ion has  to  
s top a t  age 65.  
30.  The dying process  should be a  dignif ied one.  
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Quest ions for  the Student  Interview 
at  the Conclusion of  the Study 
1 .  What  act ivi ty  has  been most  in terest ing to  you? 
2 .  Would you care  to  take par t  in  a  s imilar  s tudy? 
3 .  Has the s tudy changed your  re la t ions with other  c lass  
members? 
4 .  Do you feel  that  the act ivi t ies  fostered a  feel ing of  
community? How? 
5 .  Do you think the experiences  of  th is  s tudy wil l  affect  
your  thinking or  behavior  four  years  from now? How? 
6 .  Has the community been affected by this  s tudy? 
7 .  How would you compare th is  s tudy to  other  c ivic  educa­
t ion you have had? 
8 .  What  act ivi ty  has  been most  meaningful  to  you as  a  
person? 
9 .  What  act ivi ty ,  i f  any,  has  been diff icul t  or  lacking 
in  meaning? 
10.  I f  you were planning a  course for  act ive c ivic  educa­
t ion,  what  act ivi t ies  would you keep? Leave out?  
Add to? 
11.  How has  th is  c lass  been different  from your  other  
c lasses  a t  Ramsay? 
12.  Have you had other  c lasses  l ike this  one? Tel l  me 
about  them. ;  
13.  What  was the role  of  the teacher? The s tudent?  The 
counselor  ?  
14.  I f  you had the choice,  would you have par t ic ipated in  
this  s tudy? 
2 76 
15.  What  d id  you expect  of  th is  course? 
16.  In  your  es t imat ion,  has  this  course been a  success  or  
fa i lure? Why? 
17.  Do you feel  that  you know more now about  how things 
get  done in  your  community? 
18.  Do you feel  that  you could join with others  in  inf lu­
encing publ ic  affairs?  How? 
19.  Is  i t  important  to  consider  what  i s  r ight  or  wrong 
before  get t ing involved in  publ ic  affairs?  
20.  How would you def ine community now? 
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Kohlberg's  Moral  Dilemma of Heinz 
and Student 's  Response Sheet 
In Europe,  a woman was near death from a special  kind 
of cancer.  There was one drug that  the doctors thought 
might save her.  I t  was a form of radium that  a druggist  
in the same town had recently discovered.  The drug was 
expensive to make, but  the druggist  was charging ten t imes 
what the drug cost  him to make. He paid $200 for the 
radium and charged $2,000 for a small  dose of the drug.  
The sick woman's husband, Heinz,  went to everyone he knew 
to borrow the money, but  he could only get  together about 
$1,000, which is  half  of what i t  cost .  He told the drug­
gist  that  his wife was dying and asked him to sell  i t  
cheaper or let  him pay later .  But the druggist  said,  
"No, I  discovered the drug and I 'm going to make money 
from i t ."  So Heinz got desperate and broke into the man's 
s tore to steal  the drug for his wife.  
1.  Should Heinz have done that? Was i t  actually 
wrong or r ight? Why? 
2.  Is  i t  a husband's duty to steal  the drug for his 
wife if  he can get  i t  no other way? Would a good 
husband do i t  ? 
3.  Did the druggist  have the r ight to charge that  
much when there was no law actually sett ing a 
l imit  to the price? Why? 
Answer questions 4a and b only if  you think Heinz should 
steal  the drug.  
4.  a)  If  the husband does not feel  very close or 
affectionate to his wife,  should he s t i l l  steal  
the drug? 
b) Suppose i t  wasn' t  Heinz's  wife who was dying 
of cancer but i t  was Heinz's  best  fr iend.  His 
fr iend didn' t  have any money and there was no 
one in his family will ing to steal  the drug.  
Should Heinz s teal  the drug for his fr iend in 
that  case? Why? 
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Answer questions 5a and b only if  you think Heinz should 
not s teal  the drug.  
5.  a)  Would you s teal  the drug to save your wife 's  
l i fe? 
b) If  you were dying of cancer but were strong 
enough s  would you steal  the drug to save your own 
l i fe? 
6.  Heinz broke into the store and stole the drug and 
gave i t  to his wife.  He was caught and brought 
before the judge.  Should the judge send Heinz 
to jai l  for stealing or should he let  him go 
free? Why? 
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Gordon-Bourgeois 1  & 2 Period 
Name Date 
1.  [  ]  r ight? [  ]  wrong? 
Why? 
2.  [  ]  ye s  [  ]  no 
[  ]  yes [  ]  no 
3.  [  ]  ye s  [  ]  no 
Why? 
4.  a [  ]  ye s  [  ]  no 
b [  ]  yes [  ]  no 
• Why ? 
5.  a [  ]  yes [  ]  no 
b [  ]  ye s  [  ]  no 
6.  [  ]  Send him to jai l .  
[  ]  Le t  h im go.  
Why? 
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A Checklist  of Values 
by 
Dr.  Milton Rokeach 
a .  A comfortable l i fe 
b „ An excit ing l ife 
c.  A sense of accomplishment 
_d.  A world at  peace 
e  .  A world of beauty 
f .  Equali ty 
g.  Family security 
h.  Freedom 
i .  Happiness 
j  .  Inner harmony 
k.  Mature love 
1.  National security 
m. Pleasure 
n.  Salvation 
o.  Self  respect  
p.  Social  recognit ion :  
q. True fr iendship 
r .  Wisdom 
Community Awareness Assignment 
Survey of the Downtown of Your City 
Suppose you have come to Charlotte for the f irst  t ime 
find a job.  You know no one.  You arrive at  the bus 
stat ion with $50.00.  Where do you f ind a place:  
1.  to buy a newspaper? 
2.  to take a nap? 
3.  to eat? 
4.  to be a lone ? 
5.  for emergency medical  care? 
6.  to report  your mislaid wallet? 
7.  to phone your family? 
8.  for free entertainment? 
9.  to worship? 
10.  to make fr iends? 
What could be done to make downtown Charlotte a more 
hospitable place? 
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Report  of the Active Cit izen Education Group 
at  Ramsay Junior High School 
The Active Cit izen Education Group considered sev­
eral  opportunit ies for volunteer service in the community 
and chose to work with the elderly.  The Council  on 
Aging welcomed our offer and put us in touch with a number 
of people who might need the service.  Limitations of 
t ime and transportation and adult  supervision dictated 
the number of people we could serve.  
On April  25,  twelve youngsters and Mr. Gordon ar­
rived at  Mrs.  "s home at  1330 Cheshire.  Her home 
is  an at tractive brick house.  The grass needed cutt ing.  
Her mower would not keep running,  and much valuable t ime 
was lost  unti l  a neighbor brought his mower.  The gir ls  
helped in the house,  vacuuming and dusting; the boys cut  
grass and tr immed shrubs.  Another ten students went with 
Mrs.  Bourgeois to the home of Mrs.  at  2621 Rose 
Avenue.  Her house and yard were as neat  as a pin.  The 
students commented that  they could see nothing to do.  
But the grass was cut ,  the hedges tr immed, the gutters 
swept and washed down, and al l  the outside windows were 
washed. Mrs.  was l imping from a recent fal l  from 
her four-foot porch into a gardenia bush.  Both were a 
bi t  worse for the accident.  In less than an hour the 
work was done,  tools cleaned and returned,  and bags of 
cl ippings ready for the trash man. 
On May 4,  Mr. Gordon and half  of the class began to 
help Mrs.  on 1532 Thriftwood, Mrs.  l ives 
in a small  brick house.  She keeps small  children.  Her 
yard was f i l led with play equipment,  and the equipment 
was moved so that  the grass could be cut .  Before this 
group finished the task,  several  older people came'by 
to see whether the students would work in their  yards 
also.  
Meantime the other students and Mrs.  Bourgeois went to 
the home of Mr.  and Mrs.  on 1419 Enderly Road. He 
is  terminally i l l .  She is  a l ively and at tractive person.  
Their  home is  a well  kept brick,  the yard manicured.  Our 
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task was to clean the windows, screens,  and awnings.  All  
necessary tools were provided.  The work went very well ,  
everyone being jolly.  For a wonder,  no one got "hosed." 
Work f inished,  we picked up the other crew and were re­
warded with cake and punch at  Mrs.  .  
The students writ ing in their  journals said they had 
fun doing the work,  but they had some doubt that  the work 
needed to be done.  There-are a number of the students,  
both black and white,  who l ive in poorer housing than the 
recipients of their  service.  
We were not able to reach Mrs.  ,  our next 
scheduled call  (we had the wrong number and she was not 
l is ted in the telephone directory),  so we phoned Mrs.  
at  1409 Plato Circle.  She said she had enough work 
for al l  of us.  Her front yard was f i l led with f lowers.  
The work to be done was in the back.  Unfortunately there 
were not enough tools to go around; however,  the students 
took turns and did very well .  Mrs.  is  quite old,  a 
gray-haired,  sl ight woman. Her home is  a modest  asbestos 
shingle bungalow. Mrs.  moved cautiously,  but had a 
l ively wit .  She was a great  sport ,  and the students en­
joyed her.  The back was overrun with weeds.  I t  took great  
effort  to cut through them so that  the mower could follow. 
One fel low, who had stood on the sidelines at  other places,  
joined in the task,  acknowledging that  this work really 
needed to be done.  We were not able to f inish the entire 
back because we did not have enough tools.  Mrs.  
thanked us,  and we departed in a gay mood. Back at  school,  
the students in unison said,  "Thank you for a good f ield 
tr ip." There seems to be growing feeling of comradeship 
among the group. 
On May 26,  with the sky overcast  we went to the home 
of Mr. and Mrs.  on Druid Circle and Mr. and Mrs.  
on Statesvil le Road. We were warmly greeted (the 
former couple had received help of the pilot  study in the 
fal l) .  Mr. Gordon worked with a crew at  the former 's ,  
and the other crew worked with Mrs.  Bourgeois across the 
street  at  the lat ter 's .  Mr. is  80 and had great  
diff iculty in breathing because of asthma. He brought out 
tools for us.  I t  was disappointing that  his mower was in 
the shop for repairs.  The students did a great  job on the 
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hedges,  removed grass and weeds from the flower beds,  and 
swept the gutters clean.  The gir ls  offered to help in 
the house,  but Mrs.  declined.  
From observation,  i t  appears that  this age student 
f inds satisfaction in helping older people.  Working in 
groups can be fun.  Communication between the elderly and 
emerging adolescents begins tenuously and warms up as the 
exuberance of youth complete vigorous tasks with dispatch.  
A work crew of s ix to eight would be ideal .  Short  periods 
of intense work suit  this age.  They need to have their  
own tools for sizing up and carrying through on a job.  
Working in yards is  a good choice for emerging adolescents,  
because they already have some competence in that  area.  
Helping the elderly is  also a good choice,  because the 
need is  obvious and because the elderly show their  appre-
c iat ion.  
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Summary of the Interview with Jane Poor 
Page High School,  Greensboro 
12-8-76 
The idea of a Social  Service Seminar (S.S.S.)  for high 
school students began among laymen. Joanne Bluethenthal ,  
now on the Greensboro School Board,  and Jim Scheer,  a 
priest  with United Community Services,  were among the 
init iators.  Community leaders,  parents,  and students 
discussed the possibil i t ies and formed a steering com­
mittee,  which made an assessment of private and public 
agencies to determine which agencies would accept in­
terns .  
The program began in 1973, with 17 we 11-screened, 
academically talented seniors.  Page is  the only high 
school in Greensboro with the program. By now, 35 to 50 
agencies part icipate in the program. The l is t  is  found 
on page 6 of the Appendix.  
The program requires 10 hours of part icipation per 
week, 2 hours in seminar and 8 hours in an agency. The 
term begins with a 2 1/2 week orientation at  the school 
and in the community.  
A part  of this  orientation is  going into the commu­
nity to help to observe the reaction of people being 
helped.  Decision making and coping with a si tuation is  
emphasized.  In posit ions of service,  students learn 
about themselves,  their  leadership potential .  The ex­
perience of survival  in an outward bound type of retreat  
further the maturation and decisions about service to 
one's  community and goals for l i fe.  
There are prerequisi tes for the course (Appendix,  
page 3) .  Application is  made; s tudents indicate areas 
of interest ,  then go for interviews. Matching students 
with agencies is  one of the more demanding aspects of 
the work.  Students are responsible for transportation.  
They keep a log; a discussion of those activit ies is  the 
heart  of the seminar.  
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Toward the end of the semester students begin an 
analysis of their  own part icipation and of the Social  
Service Seminar.  Dynamy, a private firm from Worchester,  
Mass. ,  has done an evaluation for S.S.S.  every year.  
Students have gone from S.S.S.  into Independent Study 
at  Page,  doing research in two areas relat ing to their  
internship,  Guilford College accepts this Independent 
S t u d y  f o r  c r e d i t .  
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Class Profi le;  Students of the Case Study 
Name 
( init ial  
only) Race Sex I .Q. 
Grade 
LA 
'76 
SS Parent Occupation 
A. b b n . a .  D F Seamstress 
A. w b n . a .  B- C Brickmason 
B. b b n . a .  D D- Army 
C. b g 94 A B Steelworker 
C. b g 92 A B Truckdriver 
D. w b 85 C- D Retired Truckd r iver 
D. '  b g n . a .  B- D Clerk 
D. w b 116 A- A Body repair  
G. b b 102 B+ D Truckdriver 
'  H.  w b n . a .  C+ B Sales Representative 
J .  w g 100 A- B Truckdriver 
L.  b b n . a .  B- D- Mailclerk 
Mc .  b b n . a .  A- D Maintenance 
Mc .  b b n . a .  B+ C Teacher 
Mc..  VJ g  n . a .  C- F Factory Worker 
M. w g 91 B B 
M. w g 86 D D Steelworker 
M. b b 75 C- D- Aide to Social  Service 
P.  w g 91 A- B- Hardware Storeowner 
T.  b g 80 C+ D Ma intenance 
T.  w g 96 A- A- Salesman 
W. b g 82 
W. b b C C Construction Worker 
a v .  
91.5 
n . a .  -  n o t  a v a i l a b l e  
L A  -  L a n g u a g e  A r t s  
SS -  Social  Studies 
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